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Introduction

Among the core principles guiding the development of this ELA/ELD Framework is that 
schooling should help all students achieve their highest potential. To accomplish 
this, students need to be provided equitable access to all areas of the curricula; 

appropriate high-quality instruction that addresses their needs and maximally advances their skills and 
knowledge; up-to-date and relevant resources; and settings that are physically and psychologically 
safe, respectful, and intellectually stimulating. All students should be supported to achieve the goals 
indicated in the outer ring in figure 9.1 and in the context displayed in the white field of the figure. 
(See the introduction and chapter 2 in this ELA/ELD Framework for discussions.)

Figure 9.1. Circles of Implementation of ELA/Literacy and ELD Instruction

The United States Department of Education highlights the need to strive for equity in U.S. schools:

All students—regardless of circumstance—deserve a world-class education. To ensure 
that America regains its status as the best-educated, most competitive workforce in the 
world with the highest proportion of college graduates of any country, we must close the 
pervasive achievement and attainment gaps that exist throughout the nation. Yet, far 
too often, the quality of a child’s education and learning environment, and opportunities 
to succeed are determined by his or her race, ethnicity, national origin, age, sex, sexual 
orientation, gender identity, disability, language, socioeconomic status, and/or ZIP code . . . 
Moreover, too many students feel unsafe or unwelcome at school because they are (or are 
perceived as) different from other students. All students should have an equal opportunity 
to learn and excel in a safe and supportive environment. Because inequities at all levels of 
education still exist, educational equity is the civil rights issue of our generation. (U.S. 
Department of Education Strategic Plan for Fiscal Years 2011–2014, 39–40.)

880 | Chapter 9 Access and Equity



    
   

        
    

  
 

     
   
    

    
    

   
    

  
    

    

      

     

   
      

     
    

       
     

     
   

    
     

    
   

    
   

    
   

    
  

      
    

      
     

T h e state o f C al if o r nia r eco g niz es its deep r esp o nsib il ity to ensur e th at each and ev er y student 
r eceiv es a w o r l d- cl ass 2 1 st centur y educatio n, o ne th at sup p o r ts th e ach iev em ent o f th eir h ig h est 
p o tential . I n o r der to acco m p l ish th is g o al , it is im p o r tant to co ntinuo usl y str iv e f o r equity in al l 
cl assr o o m s, sch o o l s, and distr icts. I t is equal l y im p o r tant to 
ack no w l edg e th at inequities ex ist in cur r ent educatio nal system s. 
Anal yses o f data h av e r ev eal ed p er sistent academ ic ach iev em ent 
g ap s f o r students o f co l o r , students w ith disab il ities, and 
students l iv ing in p o v er ty. C ur r ent ev idence al so indicates th at 
so m e g r o up s o f students ex p er ience a l o w l ev el o f saf ety and 
accep tance in sch o o l s f o r r easo ns incl uding cul tur al , eth nic, and 
l ing uistic b ack g r o und; disab il ity; sex ual o r ientatio n; eco no m ic 
status; and o th er f acto r s. S o m e students h av e l im ited access 
to w el l - p r ep ar ed teach er s and o th er educatio nal r eso ur ces. 
Recognizing the specific inequities that exist helps educators and 
co m m unities to p ur p o sef ul l y and str ateg ical l y tak e actio n to str iv e 
f o r tr ue educatio nal equity f o r al l l ear ner s. 

T h is ch ap ter is div ided into th r ee m aj o r sectio ns. T h e 
first section provides information about California’s diverse student population and includes 
recommendations for attending to specific educational needs. The second major section discusses 
p l anning f o r m eeting th e needs o f div er se l ear ner s at th e cl assr o o m and sch o o l / distr ict l ev el s. T h e 
final section offers research-based instructional practices for supporting students who are experiencing 
difficulty reading. 

California’s Diversity 
C al if o r nia’ s students dem o nstr ate a w ide v ar iety o f sk il l s, ab il ities, and inter ests as w el l as v ar ying 

proficiency in English and other languages. They come from diverse cultural, linguistic, ethnic, and 
r el ig io us b ack g r o unds, h av e dif f er ent ex p er iences, and l iv e in v ar io us f am il ial and so cio eco no m ic 
cir cum stances. T h e g r eater th e v ar iatio n o f th e student p o p ul atio n, th e r ich er th e l ear ning 
o p p o r tunities f o r al l and th e m o r e assets up o n w h ich teach er s m ay dr aw . At th e sam e tim e, th e 
teach er s’ w o r k is m o r e co m p l ex as th ey str iv e to p r o v ide h ig h - qual ity cur r icul a and instr uctio n th at is 
sensitiv e and attentiv e to th e needs o f indiv idual s. I n such co m p l ex setting s, th e no tio n o f shared 
responsibility is p ar ticul ar l y cr ucial . T each er s need th e sup p o r t o f o ne ano th er , adm inistr ato r s, 
sp ecial ists, and th e co m m unity in o r der to b est ser v e al l students. 

S ev er al p o p ul atio ns o f l ear ner s ar e discussed in th is sectio n. 
W ith o v er six ty l ang uag es o th er th an Eng l ish sp o k en b y C al if o r nia’ s 

The state of California 
recognizes its deep 
responsibility to ensure 
that each and every 
student receives a 
world­class 21st century 
education, one that 
supports the achievement 
of their highest potential. 

students; th e r ich tap estr y o f cul tur al , eth nic, and r el ig io us 
h er itag es students enj o y; and th e r ang e o f sk il l acquisitio n, 
p h ysical ab il ities, and cir cum stances th at im p act students’ l iv es 
and l ear ning , it is b eyo nd th e sco p e o f th is f r am ew o r k to discuss
al l asp ects o f C al if o r nia’ s div er se student p o p ul atio n. H ig h l ig h ted
ar e so m e g r o up s o f students f o r w h o m it is esp ecial l y im p o r tant to 
ack no w l edg e and v al ue th e r eso ur ces th ey b r ing to sch o o l . T h ese 
g r o up s ar e al so addr essed to under sco r e th e need f o r sch o o l s to 
m ak e th e sh if ts necessar y to ensur e educatio nal access and equity 

f o r al l students. T h o ug h p r esented sep ar atel y, these populations are not mutually exclusive; 
m any students m ay b e m em b er s o f m ul tip l e g r o up s. F ur th er m o r e, it is im p o r tant th at, w h il e teach er s 
inf o r m th em sel v es ab o ut p ar ticul ar asp ects o f th eir students’ b ack g r o unds, each population is a 
heterogeneous group . T h er ef o r e, teach er s sh o ul d k no w th eir students as individuals. 

The greater the variation 
of the student population, 
the richer the learning 
opportunities for all and 
the more assets upon 
which teachers may draw. 
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Standard English Learners 
S tandar d Eng l ish l ear ner s ( S EL s) ar e nativ e sp eak er s 

o f Eng l ish w h o ar e eth nic m ino r ity students ( e. g . , Af r ican 
Am er ican, Am er ican I ndian, 1 S o uth east Asian Am er ican, 
Mexican American, Native Pacific Islander) and w h o se 
m aster y o f th e standar d Eng l ish l ang uag e p r iv il eg ed in 
schools is limited because they use an ethnic-specific 
nonstandard dial ect o f Eng l ish in th eir h o m es and 
co m m unities and use standar d Eng l ish ( S E) in l im ited w ays 
in th o se co m m unities2 ( L eM o ine 1 9 9 9 ; O k o ye- J o h nso n 
2 0 1 1 ) 3 . T h e ter m standard English is used to identif y o ne 
v ar iety o f Eng l ish am o ng m any. T h e Am er ican H er itag e 
Dictionary defines standard English as “The variety of 
Eng l ish th at is g ener al l y ack no w l edg ed as th e m o del f o r th e sp eech and w r iting o f educated sp eak er s, 
esp ecial l y w h en co ntr asted w ith sp eech v ar ieties th at ar e l im ited to o r ch ar acter istic o f a cer tain r eg io n 
o r so cial g r o up ” ( Am er ican H er itag e D ictio nar y o f th e Eng l ish L ang uag e) . H o w ev er , it is im p o r tant to 
note that there is no universal definition for SE, perhaps because SE is “highly elastic and variable” 
w ith “ inco nv enient am b ig uities th at ar e inh er ent in th e ter m ” ( Am er ican H er itag e D ictio nar y o f th e 
Eng l ish L ang uag e) . 

From a linguistic perspective, the ethnic-specific dialects of English that SELs from different 
co m m unities use is equal l y l eg itim ate as— and no t sub o r dinate to — standar d Eng l ish . T h er ef o r e, th e 
dial ects o f Eng l ish th at S EL s use sh o ul d no t b e v iew ed as improper o r incorrect Eng l ish , and teach er s 
sh o ul d ack no w l edg e th em as v al id and v al uab l e v ar ieties o f Eng l ish usef ul f o r inter acting w ith h o m e 
co m m unities, as w el l as in th e cl assr o o m . M ul tip l e studies h av e dem o nstr ated th at no t al l w ays o f 
using Eng l ish ar e equal l y v al ued in sch o o l ( H eath 1 9 8 6 ; M ich ael s 1 9 8 6 ; W il l iam s 1 9 9 9 ; Z entel l a 1 9 9 7 ) 
and th at S E is privileged, m eaning th at it is th e ex p ected w ay o f using Eng l ish in academ ic setting s. 

L ear ning to use a l ang uag e inv o l v es acquir ing th e so cial and 
cul tur al no r m s, p r o cedur es f o r inter p r etatio n, and f o r m s 

. . . it is important that, while 
teachers inform themselves 
about particular aspects of 
their students’ backgrounds, 
each population is a 
heterogeneous group. 
Therefore, teachers should know 
their students as individuals. 

. . . the dialects of English that 
SELs use should not be viewed 
as improper or incorrect  
English, and teachers should 
acknowledge them as valid 
and valuable varieties of 
English useful for interacting 
with home communities, as well 
as in the classroom.	 

o f r easo ning p ar ticul ar to disco ur se co m m unities ( W atso n-
G eg eo 1 9 8 8 ) . B ecause th er e ar e dif f er ences b etw een th e 
v ar ieties o f Eng l ish th at S EL s use in th eir h o m e co m m unities 
and SE, SELs may experience difficulties in successfully 
p ar ticip ating in sch o o l if th eir teach er s do no t activ el y 
support them to develop SE, and more specifically, academic 
Eng l ish . 

T each er s h av e p ar ticul ar and o f ten unco nscio us 
ex p ectatio ns ab o ut h o w ch il dr en sh o ul d str uctur e th eir o r al 
l ang uag e, and th ese ex p ectatio ns ar e no t al w ays tr ansp ar ent 
to students ( M ich ael s 1 9 8 6 ) . S ch l ep p eg r el l ( 2 0 1 2 , 4 1 2 ) no tes 
th e f o l l o w ing . 

1 O th er ter m s used incl ude N ativ e Am er ican and F ir st N atio ns. T h e r eco m m ended ap p r o ach is to r ef er to th e tr ib e if th at 

inf o r m atio n is k no w n.
 
2  Some researchers have also identified as SELs students who are not ethnic minorities but who experience intergenera-
tio nal p o v er ty and th er ef o r e h av e no t h ad o p p o r tunities to dev el o p S E in th eir h o m e and co m m unity env ir o nm ents.
 
3  An alternate definition of SELs is: “Standard English Learners (SELs) are those students for whom Standard English is not 
native and whose home language differs in structure and form from Standard and academic English” (Los Angeles Unified 
S ch o o l  D istr ict Eng ish  L ear ner  M aster  P an,  	 0 1 2 . 
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T h is is a co m p l ex p r o b l em , b ecause teach er s ar e o f ten no t aw ar e o f th eir im p l icit 

ex p ectatio ns f o r th e w ays ch il dr en w il l use l ang uag e in a p ar ticul ar co ntex t; th ey m ay 
j udg e a ch il d as diso r g aniz ed o r unab l e to eng ag e in a task ef f ectiv el y w h en instead 
th e issue is a dif f er ence in w h at th e ch il d and teach er r eco g niz e th e task to b e o r in 
h o w th e ch il d and teach er ex p ect th e task to b e acco m p l ish ed th r o ug h l ang uag e.
 

T h e ex p ectatio ns f o r l ang uag e use in sch o o l ar e o f ten 
sub tl e. I n a study f o cusing o n l ang uag e use b y dif f er ent 
so cio - eco no m ic g r o up s, W il l iam s ( 1 9 9 9 ) f o und th at b o th
w o r k ing - cl ass and m iddl e- cl ass p ar ents in th e study r ead
to th eir ch il dr en in h ig h l y inter activ e w ays in an ef f o r t to 
p r ep ar e th em f o r sch o o l ing . H o w ev er , th e nuanced w ays 
in w h ich th ese tw o g r o up s inter acted th r o ug h l ang uag e 
ar o und th e tex ts f av o r ed m iddl e- cl ass f am il ies b ecause th o se
nuances, such as p r o m p ting f o r el ab o r atio n, m atch ed sch o o l 
inter actio ns ar o und tex ts. W il l iam s ar g ues th at teach er s 

sh o ul d b o th v al ue th e l ang uag e students b r ing to sch o o l and al so m ak e th e l ing uistic f eatur es o f 
sch o o l l ang uag e, o r S E, ex p l icit to students in o r der to p r o v ide th em w ith ex tended l ing uistic r eso ur ces 
th ey can dr aw up o n, as ap p r o p r iate f o r th e so cial co ntex t ( S p ych er 2 0 0 7 ) . 

There are many benefits associated with building understandings of nonstandard varieties of 
Eng l ish as assets and, as L ab o v ( 1 9 7 2 , 1 5 ) no ted, r ef uting m isco ncep tio ns “ th at any no nstandar d 
v er nacul ar is itsel f an o b stacl e to l ear ning . T h e ch ief p r o b l em is ig no r ance o f l ang uag e o n th e p ar t o f 
al l co ncer ned. ” N o nstandar d v ar ieties o f Eng l ish ar e, in f act, system atic and r ul e- g o v er ned dial ects 
r ath er th an ungrammatical o r improper English. I nstead o f tak ing a sub tr activ e ap p r o ach , teach er s 
sh o ul d g iv e cl ear m essag es th at no nstandar d v ar ieties o f Eng l ish th at students m ay sp eak o r h ear in 
th eir h o m e co m m unities ar e equal l y as v al id as standar d Eng l ish . I n sup p o r t o f th is additive ap p r o ach 
to l ang uag e, th e C o nf er ence o n C o l l eg e C o m p o sitio n and 
C o m m unicatio n, a div isio n o f N atio nal C o uncil o f T each er s 
o f Eng l ish , ado p ted a r eso l utio n o n S tudents’ R ig h ts to T h eir 
O w n L ang uag e ( h ttp : / / w w w . ncte. o r g / l ib r ar y/ N C T EF il es/
G r o up s/ C C C C / N ew S R T O L . p df ) . T h e r eso l utio n, w h ich w as
adopted in 1974 and reaffirmed in 2003, is as follows: 

We affirm the students’ right to their own patterns and 
v ar ieties o f l ang uag e— th e dial ects o f th eir nur tur e o r 
whatever dialects in which they find their own identity 
and styl e. L ang uag e sch o l ar s l o ng ag o denied th at th e 
m yth o f a standar d Am er ican dial ect h as any v al idity. 
T h e cl aim th at any o ne dial ect is unaccep tab l e am o unts to an attem p t o f o ne so cial 
g r o up to ex er t its do m inance o v er ano th er . S uch a cl aim l eads to f al se adv ice f o r 
sp eak er s and w r iter s and im m o r al adv ice f o r h um ans. A natio n p r o ud o f its div er se 
h er itag e and its cul tur al and r acial v ar iety w il l p r eser v e its h er itag e o f dial ects. W e 
affirm strongly that teachers must have the experiences and training that will enable 
th em to r esp ect div er sity and up h o l d th e r ig h t o f students to th eir o w n l ang uag e. 

The next section focuses specifically on two of many dialects of English used by SELs and 
by proficient users of SE as a sign of solidarity with their communities: African American English 
( AAE) and C h icana/ C h icano Eng l ish ( C E) . Al th o ug h AAE and C E sp eak er s ar e h ig h l ig h ted h er e,
 
r eco m m endatio ns f o r under standing and ap p r eciating l ang uag e div er sity and ap p r o ach ing th e l ear ning
 
o f S E ap p l y to al l g r o up s o f S EL s. S ee al so th e sectio n o n cul tur al l y and l ing uistical l y r el ev ant teach ing 
el sew h er e in th is ch ap ter . 

Access and Equity C h ap ter  9  8 3 | 8

Teachers have particular and 
often unconscious expectations 
about how children should 
structure their oral language, 
and these expectations are not 
always transparent to students. 

Instead of taking a subtractive 
approach, teachers should 
give clear messages that 
nonstandard varieties of 
English that students may 
speak or hear in their home
communities are equally as 
valid as standard English. 

https://ncte.org/blog/2015/03/students-right-to-their-own-language/
https://ncte.org/blog/2015/03/students-right-to-their-own-language/


    
         

       

   
        

      
  

    
      

      
      

   
    
   

   

  
   

    
     

   
     

       
    

     
         
         

    
    

    
 

     
  

    
 

    
   

   
 

    
   

   

African American English Speakers 
S o m e Af r ican Am er icans sp eak Af r ican Am er ican Eng l ish ( AAE) , al so ter m ed Af r ican Am er ican 

V er nacul ar Eng l ish ( AAV E) , Af r ican Am er ican l ang uag e, B l ack Eng l ish V er nacul ar , B l ack L ang uag e, 
B l ack D ial ect, o r U . S . Eb o nics ( C h ish o l m and G o dl ey 2 0 1 1 ; P er r y and D el p it 1 9 9 8 ) . Af r ican Am er ican 
English may be spoken by SELs and by proficient SE speakers alike. For proficient users of SE, 
choosing to use AAE is often a sign of affiliation and solidarity with one’s community and/or family. 
Af r ican Am er ican Eng l ish sp eak er s w h o ar e ab l e to code-switch can flexibly shift the variety of English 
th ey use, adj usting it to th e ex p ectatio ns o f p ar ticul ar disco ur se co m m unities ( e. g . , w o r k , sch o o l , 
f am il y, p eer s) . L ik e al l o th er natur al l ing uistic system s, AAE is g o v er ned b y co nsistent l ing uistic r ul es 
and h as ev o l v ed in p ar ticul ar w ays b ased o n h isto r ical and 
cul tur al f acto r s. Af r ican Am er ican Eng l ish is f ul l y cap ab l e o f 
ser v ing al l o f th e intel l ectual and so cial needs o f its sp eak er s 
( T r um b ul l and P ach eco 2 0 0 5 ) . I n a r ev iew o f th e r esear ch o n 
AAE, T r um b ul l and P ach eco ( 2 0 0 5 , 3 8 ) r ep o r t th e f o l l o w ing : 

B l ack L ang uag e h as m ul tip l e f o r m s— o r al and w r itten,
 
f o r m al and inf o r m al , v er nacul ar and l iter ar y ( P er r y, 
1 9 9 8 ) . I ts f o r m s and uses der iv e f r o m its h er itag e o f 
W est Af r ican and N ig er - C o ng o l ang uag es ( N ich o l s, 1 9 8 1 ; 
O’Neil, 1998). Black Language has been influenced 
no t o nl y b y Af r ican l ang uag es b ut al so b y th e so cial 
cir cum stances sur r o unding th e h isto r ies o f Af r ican Am er icans in th e U nited S tates. 
W o r ds and p h r ases h av e b een co ined in o r der to k eep so m e th ing s p r iv ate f r o m th e 
do m inant w h ite cul tur e ( p ar ticul ar l y dur ing th e tim e o f sl av er y) . F o r ex am p l e, r ail r o ad 
ter m s w er e used in r ef er ence to th e U nder g r o und R ail r o ad, th e system th at h el p ed 
r unaw ay sl av es to f r eedo m : C o nducto r r ef er r ed to a p er so n w h o h el p ed th e sl av e and 
statio n to a saf e h iding p l ace ( W o r l d B o o k O nl ine, 2 0 0 3 ) . T h e o r ato r ical dev ices ( e. g . , 
r h yth m , r h ym e, m etap h o r , r ep etitio n) used b y Af r ican Am er ican p r each er s ar e distinctiv e 
el em ents o f B l ack L ang uag e ( P er r y, 1 9 9 8 ) . M any disco ur se co nv entio ns disting uish 
B l ack L ang uag e, incl uding p ar ticul ar str uctur es f o r sto r ytel l ing o r nar r ativ e w r iting ( B al l , 
1 9 9 7 ; H eath , 1 9 8 3 ; M ich ael s & C az den, 1 9 8 6 ) o r ar g um entatio n ( K o ch m an, 1 9 8 9 ) . 

S ince AAE h as er r o neo usl y b een co nsider ed b y so m e teach er s to b e ung r am m atical o r il l o g ical , 
so m e o f th ese teach er s m ay v iew th eir students w h o use AAE as l ess cap ab l e th an S E sp eak er s 
( C h ish o l m and G o dl ey 2 0 1 1 ) . T h ese assum p tio ns, o f ten m ade unco nscio usl y, ar e unf o unded since 

l ing uists h av e sh o w n th at al l l ang uag es h av e dif f er ent 
dial ects th at ar e l o g ical and g r am m atical ( L ab o v 1 9 7 2 ; Adg er , 
W o l f r am , and C h r istian 2 0 0 7 ) . W h il e th ese assum p tio ns ar e 
cl ear l y unsup p o r ted, th ey ar e no l ess dam ag ing to students 
( F l em ister - W h ite 2 0 0 9 ) . 

D el p it ( in an inter v iew w ith G o l dstein, 2 0 1 2 ) h as
questio ned r esear ch th at f ail s to r eco g niz e cul tur al and 
dial ect dif f er ences and th at p o sitio ns l o w - inco m e Af r ican
American children as individuals with “language deficits.” 
S o m e l iter acy r esear ch , f o r ex am p l e, h as sug g ested th at l o w -
inco m e Af r ican Am er ican ch il dr en h av e sm al l er v o cab ul ar ies 

th an ch il dr en f r o m h ig h er so cio - eco no m ic b ack g r o unds. H o w ev er , dif f er ences in th e w ays dif f er ent 
cul tur al and eth nic g r o up s use l ang uag e m ay b e inv isib l e to teach er s. D el p it p o ints o ut th at m any 
p r esch o o l l o w - inco m e Af r ican Am er ican ch il dr en m ay k no w ter m s th at ar e dif f er ent f r o m th o se S E 
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Like all other natural 
linguistic systems, AAE is 
governed by consistent 
linguistic rules and has 
evolved in particular ways 

based on historical and 

cultural factors.
 

Since AAE has erroneously 
been considered by some 
teachers to be ungrammatical 
or illogical, some of these 
teachers may view their 
students who use AAE as less 
capable than SE speakers 



ter m s al ued in sch  and th er ef e m ay e unf am il iar  to  
m any teach er s and ang uag e esear ch er s.  S h e co ntends 
th at,  g anted,  th ey m ay no t b e w o ds th at w o ul d b e 
al idated in sch o o ,  b ut it m ay b e th e case th at ch il dr en’ s 

v o cab ul ar ies ar e g eater  th an w e anticip ate .  .  .  .  T h e 
p o b em  is th at it is no t v iew ed as intel ig ent b ut as ev idence 
f  dep iv atio n.  t sh ul d e ed at as th e intel ig ence f  

a ch il d ear ning  o m  h is o r  h er  env ir o nm ent in th e sam e
w ay a ch i d o m  a co eg e- educated am il y w o ul d”  D el p it in 
G dstein,  . 

Overcorrecting AAE speakers’ dialect-influenced 
p o nunciatio n and g am m ar  w h il e students ar e eading  al o ud 
e. g ,  Y ester day,  I  w ash  m y b uv v er  cl o se” )  inh ib its eading  

dev el o p m ent in m ul tip e w ays,  no t east o f  w h ich  is th at it 
“ b l o ck s ch il dr en’ s under standing  th at r eading  is essential l y 
a m eaning m ak ing  p o cess”  and eads ch il dr en to  th ink  th at eading  is ab o ut p o nunciatio n and no t 
co m p eh ensio n D el p it 2 0 0 6 ,  5 9 .  A m o e accur ate p er sp ectiv e and p o ductiv e ap p o ach  w o ul d b e 
to  v iew  AAE as a cul tur al  and ing uistic eso ur ce ath er  th an a dial ect sub o dinate o r  inf er io r  to  S E.  
ik e al  cul tur al  and ing uistic eso ur ces,  AAE is intim atel y ink ed to  up  identity  em w er m ent,  

and p o sitiv e sel im ag e.  T h is is no t to  say th at teach er s sh o ul d nev er  co ect p o nunciatio n o r  teach  
students ab o ut S E.  R ath er ,  co ectiv e eedb ack  is used udicio usl y,  p ur p o sef ul y,  and esp ectf ul y. 

P edag o g ical  ap p o ach es th at sup p o t students to  b eco m e bidialectal, or proficient users of both SE 
and AAE and th er  dial ects  Eng ish  ar e th se actices th at ex icitl y ack no w edg e th e al ue and 
ing uistic eatur es o f  AAE,  b ui d o n students’  k no w edg e o f  AAE to  im p o v e th eir  ear ning  o p p o tunities,  
and ensur e th at students dev el o p  th e ing uistic eso ur ces necessar y to  m eet th e ex p ectatio ns o f  sch o o l  
co ntex ts ish m  and dl ey  el it  i   m so n  ese ap ach es to  
r aising  dial ect aw ar eness incl ude attentio n to  p o sitiv e and neg ativ e ster eo typ es asso ciated w ith  th e 
use o f  S E and AAE,  th e r el atio nsh ip  b etw een l ang uag e and identity,  and l ang uag e status. 

C h ish o m  and G o dl ey 2 0 1 1 )  dem o nstr ate th at 
in

l (

l v

l r

“ f
l l r l

f r - r l

( ) I r

v r l

str uctio nal  ap p r o ach es th at co unter  w idesp r ead 

A more accurate perspective 
and productive approach 
would be to view AAE as 
a cultural and linguistic 
resource rather than a dialect 
subordinate or inferior to SE. 
Like all cultural and linguistic 
resources, AAE is intimately 
linked to group identity, 
empowerment, and positive 
self­image. 

b el ief s ab o ut ang uag e ar iatio n and enco ur ag e 
students to  cr itique th ese b el ief s,  as w el l  as r esear ch  
th eir  o w n ang uag e use,  p o m o te sub stantial  student  
l ear ning  ab o ut dial ects,  identity,  and p o w er .  T h ey
sug g est th at teach er s and students o ten do  no t 
questio n ing uistical y er o neo us yet p ub icl y tak en-
o g anted b el ief s ab o ut ang uag e and dial ects 
unl ess l ang uag e instr uctio n ex p l icitl y g uides th em  
to  do  so ”  4 3 5 .  nstr uctio nal  ap p o ach es aim ed 
at r aising  student aw ar eness ab o ut l ang uag e 
ar iatio n equir e teach er s to  th ink  cr itical y ab o ut

th eir  o w n b el ief s and attitudes eg ar ding  th e use o  
no nstandar d v ar ieties o f  Eng l ish  inside and o utside
o f  th e cl assr o o m .  S ee th e discussio n o n cul tur al y 
and ing uistical y r esp o nsiv e teach ing  el sew h er e in 
th is ch ap ter  o r  m o e detai s. ) 
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v o o l o r b
l r

“ ( ) r r
v l

r
r l l

o r I o b l o o k l o
l f r

l f r l l f (
o l 2 0 1 2 )

r r r
( . “ r r

l l

- r l r r
r ( ) r r r

l r r r
L l l r l g r o , p o

f - r r r
r r f j l r l

r r
( o o f l ) , o p r p l l v

l f l l r l r
l r

( C h o l G o 2 0 1 1 ; D p 2 0 0 6 ; H l l 2 0 0 9 ; T h o p 2 0 1 0 ) . T h p r o

r f

( l
l l

f r l
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Pedagogical approaches that support 
students to become bidialectal, 
or proficient users of both SE and 
AAE (and other dialects of English), 
are those practices that explicitly 
acknowledge the value and linguistic 
features of AAE, build on students’ 
knowledge of AAE to improve their 
learning opportunities, and ensure that 
students develop the linguistic resources 
necessary to meet the expectations of 
school contexts. 



  
   

     

    
  

  
    

  
   

     
     

      
       

 

    

       

    

     

    

       

   
         
        

   

  
   

    

  
  

  
     

    
   

     
  

  

Chicana/Chicano English Speakers 
m e ex icaS o M n Am er icans and o th er L atinas/ L atino s w h o l iv e 

in p r edo m inantl y b il ing ual so cial setting s m ay sp eak C h icana/
C h icano Eng l ish . C h icana/ C h icano Eng l ish ( C E) h as b een
described as a nonstandard variety of English, influenced by 
co ntact w ith S p anish , and sp o k en as a nativ e dial ect o f Eng l ish 
( F o ug h t 2 0 0 3 ) . L ing uists descr ib e C E as a contact dialect 
b ecause it dev el o p ed indep endentl y af ter a p er io d o f tim e and 
disting uish ed itsel f f r o m th e inter l ang uag e o f EL s. I n m any 
w ays, C E r ep r esents th e l ing uistic h isto r y o f M ex ican Am er ican 
and o th er L atina/ L atino p eo p l e as th e dial ect em er g ed f r o m a 
l ing uistic setting in w h ich S p anish and Eng l ish w er e in co ntact. 

I t is im p o r tant to under sco r e language varieties ( e. g . , v ar ieties o f Eng l ish ) as a co m m o n p h eno m eno n 
th at natur al l y o ccur s w h en l ang uag es co m e into co ntact w ith o ne ano th er o v er a l o ng p er io d o f tim e. 

F o ug h t ( 2 0 0 3 , 1 4 ) descr ib es h o w th e inter l ang uag e o f EL s acted as a p r ecur so r to th e g ener atio nal 
dev el o p m ent o f C E: 

H o w ev er , p ar ticul ar l y w ith in th e p h o no l o g ical co m p o nent, th e v ar io us no n- nativ e Eng l ish 
patterns of the immigrants were inherited by their children, modified somewhat, and can 
stil l b e seen in th e new ( nativ e) dial ect. T o a l esser deg r ee, th er e m ay b e syntactic and 
semantic elements that also reflect the influence of Spanish. Chicano English now has 
indep endent p h o no l o g ical and syntactic no r m s o f its o w n. I t is im p o r tant to r eiter ate th e 
inaccuracy of the idea that Chicano English is simply English influenced by Spanish. 

C h icana/ C h icano Eng l ish is so m etim es er r o neo usl y co nsider ed ung r am m atical , an accent, o r sim p l y 
English influenced by Spanish. However, as is the case with AAE, CE is an independent, systematic, 
and r ul e- g o v er ned l ang uag e v ar iety th at b il ing ual and/ o r b idial ectal p eo p l e ch o o se to use b ased o n th e 
context in which they find themselves (LAUSD EL Master Plan 2012). Santa Ana (1991, 15) discusses 
th e im p o r tance o f util iz ing th e ter m Chicano to r ef er to th is l ang uag e v ar iety: 

C h icano Eng l ish is an eth nic dial ect th at ch il dr en acquir e as th ey acquir e Eng l ish in th e 
b ar r io o r o th er eth nic so cial setting dur ing th eir l ang uag e acquisitio n p er io d. C h icano 
Eng l ish is to b e disting uish ed f r o m th e Eng l ish o f seco nd- l ang uag e l ear ner s . . . T h us 
defined, Chicano English is spoken only by native English speakers. 

S o m e C E sp eak er s m ay h av e a h ig h l ev el o f 
language proficiency in Spanish, depending on their 
f am il y and l if e h isto r y. H o w ev er , m any C E sp eak er s in 
C al if o r nia ar e m o no l ing ual Eng l ish sp eak er s, and C E m ay 
be the first and only variety of English they are exposed 
to in ch il dh o o d. S o m e b il ing ual sp eak er s o f C E m ay h av e 
limited proficiency in Spanish and be English-dominant. 
T h ey m ay b e ab l e to under stand so m e sp o k en S p anish ,
 
and th ey m ay al so h av e so m e S p anish l ang uag e sk il l s 
such as co m m ands, cer tain v o cab ul ar y ter m s ( esp ecial l y 
“ tab o o ” ter m s) , and b asic so cial S p anish ( F o ug h t 2 0 0 3 ) . 
O th er sp eak er s o f C E ar e f ul l y b il ing ual o r m ul til ing ual .
 

C h icana/ C h icano Eng l ish is a so cio l ing uistic asset 
and no t so m eth ing in need o f el im inating o r fixing. I t 
sh o ul d b e no ted th at C h icana/ C h icano l iter atur e f o r 
ch il dr en and yo uth — in b o th Eng l ish and S p anish — h as 
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Linguists describe CE as a 
contact dialect because it 
developed independently 
after a period of time and 
began to distinguish itself 
from the interlanguage of 
ELs. 

Chicana/Chicano English is 
sometimes erroneously considered 
ungrammatical, an accent, or 
simply English influenced by 
Spanish. However, as is the case 
with AAE, CE is an independent, 

systematic, and rule­governed 

language variety that bilingual 

and/or bidialectal people choose 
to use, based on the context in 
which they find themselves. 



  
 

  
   

     
 

   
       

   
   

      
            

      

       

         
   

   
     

   
     

   
     

   

    
    

   

        

 
       

   
      

   

g r eatl y ex anded er  th e ast th ir ty year s ar er a and G ar a de 
tes  ieto   n th eir  sto ies and etr y  auth s Al m a 
 Ada,  andr a isner s,  ancisco  im enez  and at a,  ar y th e

deg ee to  ich  th ey use dif er ent ar iatio ns  typ es)   E.  ese 
cr itical y accl aim ed auth o s dem o nstr ate h o w  indiv idual s ch o o se to  
use different varieties of English to fulfill particular purposes. 

T h e ter m  C h icana/ C h icano  Eng ish  is no t used b y so cio ing uists 
to  ef er  to  th e em er g ent ang uag e sp o k en b y EL s.  C E is no t 
inter ang uag e o r  a case in w h ich  w o ds o m  S p anish  ar e intr o duced 
into  Eng ish .  t is al so  im p o tant to  disp el  any m isco ncep tio ns th at C E is co de- sw it
b ad g am m ar ,  str eet sl ang ,  o r  o nl y used b y p o o r  and w o k ing  cl ass M ex ican Am er i
As w ith  AAE,  C E m ay al so  b e sp o k en b y m iddl e- cl ass p er so ns w h o  use th is dial ect 
m ar k er  o f  identity and as a sig n o f  so idar ity w ith  th eir  cul tur e and co m m unity.  V ig 

p o v p ( B r z
C o r 1 9 9 7 , N 1 9 9 7 ) . I r p o , o r
F l o r S C o F r J , P M o r v

r w h f v ( o r o f C T h
l r

l l
r l

l r f r
l I r ch ing , S p ang l ish , 

r r cans ( F o ug h t 2 0 0 3 ) . 
as an im p o r tant 

l il ( 2 0 1 2 , 2 9 1 ) 
sug g ests th at m o st C h icanas/ C h icano s v iew th em sel v es as additive acculturationists, th at is, th ey 
intentio nal l y use th e l ab el C h icana/ C h icano ( and L atina/ L atino ) as a m ar k er o f sel f - deter m inatio n and 
p r ide: 

I t ch al l eng es th e ster eo typ e th at C h icano s ar e inf er io r o r cul tur al l y dep r iv ed ( Al aniz and 
C o r nish , 2 0 0 8 ; de l a G ar z a, 1 9 7 9 ) . T h e ter m ‘ C h icano ’ im p l ies p r ide in a b ack g r o und o f 
m any and m ix ed h er itag es and th e v er satil ity to w iden o ne’ s so cio cul tur al p er so na. T h is 
o r ientatio n o f additiv e accul tur atio n, in w h ich th e do m inant cul tur e is l ear ned and th e 
nativ e styl e is k ep t, w il l h el p to l ead Am er ican citiz ens aw ay f r o m eth no centr ism ( G ib so n 
and O g b u, 1 9 9 1 ; V ig il and L o ng , 1 9 8 1 ) . . . . Ano th er w ay to l o o k at it is th at a p er so n can 
h av e ‘ m ul tip l e’ identities and no t j ust ‘ o ne sel f p er custo m er ’ ( S h r ew der and M ar k us, 1 9 9 5 ) . 

V ig il ( 2 0 1 2 ) sug g ests th at th ese no tio ns o f “ cul tur al ex p ansio n” and “ cul tur al dem o cr acy, ” w h er e 
people’s identities are not one-dimensional, but rather, influenced by many cultures and languages, is 
cr itical to a “ p anh um an” aw ar eness, “ in w h ich a g l o b al eco no m y r equir es, m inim al l y, an o p en m ind to 
th e dev el o p m ent o f a g l o b al cul tur e” ( 2 9 1 ) . 

C h il dr en and yo uth w h o l iv e in p r edo m inantl y b il ing ual 
setting s m ay ch o o se to m ix Eng l ish and S p anish dur ing 
co nv er satio ns, eng ag ing in w h at m any yo ung p eo p l e th em sel v es
cal l Spanglish and w h ich m o st l ing uists r ef er to as S p anish -
Eng l ish co de- sw itch ing , a co m m o n p r actice in b il ing ual 
co m m unities w o r l dw ide ( e. g . , Auer 1 9 9 8 ) . C o ntr ar y to p o p ul ar 
b el ief , th e m o st f r equent r easo n f o r co de- sw itch ing is no t g ap s 
in vocabulary or a lack of proficiency in either of the languages 
used. R ath er , r esear ch h as sh o w n th at m o st co de- sw itch ing is in 
f act a del ib er ate and cr eativ e w ay o f using l ang uag e to estab l ish
social identity and affiliation with a language community as 
w el l as f o r o th er co m m unicativ e p ur p o ses ( M il r o y and M uyk sen 

1995; Zentella 1997). In a study of sixth graders in East Los Angeles, for example, Martínez (2010) 
f o und th at, as a r esul t o f th is hybrid use o f Eng l ish and S p anish , students “ used S p anish in cr eativ e, 
skillful, and intelligent ways to make meaning in social interaction” (Martínez 2010, 125). Furthermore, 
Martínez argues the following: 

Spanglish is a dynam ic and cr eativ e l ang uag e p r actice th at h as tr em endo us untap p ed 

p o tential as a to o l f o r l iter acy teach ing and l ear ning . L ev er ag ing Spanglish as a 

r eso ur ce .  . . co ul d h av e a tr ansf o r m ativ e im p act o n th ese students’ academ ic l iter acy 

dev el o p m ent b y h el p ing th em to r eco g niz e, dr aw o n, and ex tend th e sk il l s al r eady 

em b edded in th eir ev er yday use o f l ang uag e.
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Chicana/Chicano 
 English is a

sociolinguistic asset 
and not something in
need of eliminating or 
fixing. 

The term Chicana/Chicano 
English is not used by 
sociolinguists to refer to 
the emergent language 
spoken by ELs. CE is not 
interlanguage or a case in 
which words from Spanish 
are introduced into English. 



    
  

 

    
   

  
  

    
       
     

   
 

      
  

 
    

       

        
   

   
    

     
  

  
    

 
 

  

      
   

   
    

    
    

     
   

  

 
    

This perspective—one that 
both acknowledges all of 
the cultural and linguistic 
contexts in which students 
learn and live and seeks to 
understand the relationship 
between language, culture, 
and identity—promotes 
positive relationships and 
improves educational 
outcomes. 

T h e f r am ing o f no nstandar d dial ects o f Eng l ish and co de 
sw itch ing as cul tur al and l ing uistic assets p o sitio ns tr aditio nal l y 
no n- do m inant students as l iter ate l ear ner s cap ab l e o f f ul l y 
participating in and benefiting from an intellectually rich 
cur r icul um . T h is p er sp ectiv e— o ne th at b o th acknowledges al l
o f th e cul tur al and l ing uistic co ntex ts in w h ich students l ear 
and l iv e and seeks to understand th e r el atio nsh ip b etw een
l ang uag e, cul tur e, and identity— p r o m o tes p o sitiv e r el atio nsh 
and im p r o v es educatio nal o utco m es. M any o th er ex am p l o f 
no nstandar d v ar ieties o f Eng l ish ( e. g . , N ew Y o r k L atino Eng l ish , 
H aw aiian C r eo l e Eng l ish ) and r eg io nal dial ects o f Eng l ish ( e. g . , 
S o uth er n Eng l ish ) ar e no t discussed in th is sectio n. H o w ev er ,
th is ELA/ELD Framework r eco g niz es th e l ang uag e and cul tur e 
students b r ing to th e cl assr o o m as integ r al el em ents o f l ear ning 
env ir o nm ents and l ear ning p r o cesses. S ee th e sectio n o n 
cul tur al l y and l ing uistical l y r el ev ant teach ing el sew h er e in th is 
ch ap ter f o r instr uctio nal r eco m m endatio ns. 4 

English Learners 
S tudents w h o ar e l ear ning Eng l ish as an additio nal l ang uag e co m e to C al if o r nia sch o o l s f r o m al l 

over the world, and many were born in California. English learners are defined by the CDE as follows. 

. . . th o se students f o r w h o m th er e is a r ep o r t o f a p r im ar y l ang uag e o th er th an Eng l ish o n 
th e state- ap p r o v ed H o m e L ang uag e S ur v ey and w h o , o n th e b asis o f th e state ap p r o v ed 
o r al l ang uag e ( g r ades k inder g ar ten th r o ug h g r ade tw el v e) assessm ent p r o cedur
l iter acy ( g r ades th r ee th r o ug h tw el v e o nl y) , h av e b een deter m ined to l ack th e cl ear l
defined English language skills of listening comprehension, speaking, reading, and wri
necessar y to succeed in th e sch o o l ’ s r eg ul ar instr uctio nal p r o g r am s. ( R 3 0 - L C ) ( C D
G l o ssar y o f T er m s h ttp : / / w w w . cde. ca. g o v / ds/ sd/ cb / g l o ssar y. asp )

S ch o o l s and distr icts ar e r esp o nsib l e f o r ensur ing 
th at al l EL s h av e f ul l access to an intel l ectual l y r ich 
and co m p r eh ensiv e cur r icul um , v ia ap p r o p r iatel y 
desig ned instr uctio n, and th at th ey m ak e steady— and 
ev en accel er ated— p r o g r ess in th eir Eng l ish l ang uag e 
dev el o p m ent. 

Eng l ish l ear ner s co m e to sch o o l w ith a r ang e o f cul tur al 
and l ing uistic b ack g r o unds, ex p er iences w ith f o r m al 
schooling, proficiency in their primary language and in 
Eng l ish , m ig r ant statuses, and so cio eco no m ic statuses, as 
w el l as inter actio ns in th e h o m e, sch o o l , and co m m unity. 
Al l o f th ese f acto r s inf o r m h o w educato r s sup p o r t EL s in 
ach iev ing sch o o l success th r o ug h th e im p l em entatio n o f 
th e C A EL D S tandar ds in tandem w ith th e C A C C S S f o r 
EL A/ L iter acy and o th er co ntent standar ds. S o m e o f th e k ey 
f acto r s teach er s co nsider incl ude: 

4  See also Los Angeles Unified School District’s Teachers Guide to Supporting African American Standard English Learners 
( and its Teachers.
G uide to S up p o r ting M ex ican Am er ican S tandar d Eng l ish L ear ner s ( h ttp : / / ach iev e. l ausd. net/ cm s/ l ib 0 8 / C A0 1 0 0 0 0 4 3 / C entr ici-
ty/ ain/ EX AN % AM ER AN EAC ER % E. . 
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English learners come to 
school with a range of cultural 
and linguistic backgrounds, 
experiences with formal 
schooling, proficiency in their 
primary language and in 
English, migrant statuses, and 
socioeconomic statuses, as well 
as interactions in the home, 
school, and community. 

https://www.cde.ca.gov/ds/sg/englishlearner.asp
http://achieve.lausd.net/cms/lib08/CA01000043/Centricity/Domain/217/MEXICAN%20AMERICAN_TEACHER%20GUIDE.PDF
http://achieve.lausd.net/cms/lib08/CA01000043/Centricity/Domain/217/MEXICAN%20AMERICAN_TEACHER%20GUIDE.PDF


       
    

    
  

        

    
  
      

    
   

  
  

    
    

  
  
    

  

•	 Ag e: I t is im p o r tant to no te h o w EL s l ear n th e Eng l ish l ang uag e at dif f er ent stag es o f th eir 
co g nitiv e dev el o p m ent. M o st no tab l y, it is im p o r tant to disting uish b etw een students in th e 
primary grades, who are learning how print works for the first time while also engaging in 
ch al l eng ing co ntent l ear ning , and students in th e inter m ediate and seco ndar y g r ades, f o r
 
w h o m th e f o cus is o n incr easing l y r ig o r o us discip l inar y co ntent and co m p l ex l iter ar y and 

inf o r m atio nal tex ts. Eng l ish l ear ner s enter ing U . S . sch o o l s in k inder g ar ten, f o r ex am p l e,
 
benefit from participating in the same instructional 
activ ities in l iter acy as th eir no n- EL p eer s, al o ng
 
w ith additio nal dif f er entiated sup p o r t b ased o n 

 

 

th eir needs. Eng l ish l ear ner s w h o enter U . S . sch o o l s
for the first time in high school, depending upon 
th eir l ev el and ex tent o f p r ev io us sch o o l ing , m ay 
need additio nal sup p o r t to m aster th e l ing uistic 
and co g nitiv e sk il l s necessar y f o r eng ag ing in 

intel l ectual l y- ch al l eng ing academ ic task s. R eg ar dl ess
o f th eir sch o o l ing b ack g r o und and ex p o sur e to 
Eng l ish , al l EL s ar e g iv en f ul l access to th e sam e 
h ig h - qual ity, intel l ectual l y- ch al l eng ing , and co ntent-
r ich instr uctio n and instr uctio nal m ater ial s as 

th eir no n- EL p eer s as w el l as ap p r o p r iate l ev el s o f
 
scaf f o l ding to ensur e success.
 

•	  Primary lang uag e and literacy back g round:  Eng ish  ear ner s a e ar ying  ev el s f  
k no w edg e,  sk il s,  and ab i ities in th eir  p im ar y ang uag e and w ith  iter acy.  O der  EL s m ay 
h av e co nsider ab e co ntent k no w edg e in co e discip ines,  such  as science,  iter atur e,  o r  m ath .  
M any EL s co ntinue to  dev el p  th eir  im ar y ang uag e and iter acy in th  m al  i ing ual  
p o g am s o r  ess o m al y at h o m e.  Eng ish  ear ner s can dr aw  up o n th eir  p im ar y ang uag e 
sk i s and al so  th e co ntent k no w edg e th ey h av e dev el o p ed in th eir  p im ar y ang uag e to  inf o m  
th eir  Eng ish  ang uag e and co ntent k no w edg e dev el o p m ent.  R ath er  th an eav ing  th is cr o ss
ing uistic tr ansf er  to  ch ance,  teach er s ap p o ach  th e tr ansf er  o f  p im ar y ang uag e k no w edg e 
and sk il s to  Eng ish  intentio nal y and str ateg ical y.  O th er  EL s m ay h av e v er y im ited sch o o ing  
b ack g o unds and m ay h av e g ap s in iter acy sk i s e. g ,  deco ding ,  co m p eh ensio n)  and/ o r  
co ntent k no w edg e and r equir e sub stantial  sup p o r t in p ar ticul ar  asp ects o f  instr uctio n.  Ev en 
w ith  str o ng  p im ar y ang uag e o undatio ns,  h o w ev er ,  so m e EL  ado escents m ay str ug g e to  
m aster  discip inar y iter acy,  g iv en th e accel er ated tim e am e in w h ich  th ey ar e ex p ected to  
m eet g r ade- l ev el  co ntent ar ea ex p ectatio ns.   

•	  T ime in the U S. :   any EL s er e n in th e   eg an th eir   sch ing  in 
k inder g ar ten.  Eng ish  ear ner s w h o  w er e b o n in th e U S .  o r  w h o  h av e b een in U S .  sch o o s o r  
a number of years generally are fluent in conversational, or everyday  Eng ish  al th o ug h  th er e 
m ay b e g ap s in so m e EL s’  k no w edg e o f  ev er yday Eng ish )  and need to  dev el o p  academ ic 
Eng ish  in an accel er ated m anner .  O th er  EL s enter  U S .  sch o o s w ith  im ited ex p o sur e to  
Am er ican cul tur e o r  to  Eng ish .  N ew co m er  EL  students— students w h o  h av e b een in U S .  
sch s r  ess th an ne year — ar e ided sp ecial iz ed sup t to  ensur e th eir  accel er ated 
dev el o p m ent o f  Eng ish ,  as w el l  as th eir  so cial  integ atio n into  th eir  sch o o s.  P im ar y ang uag e 
assessm ents ar e used,  en a ail ab e,  ith  der  students o  ar e new co m er s to  Eng ish  in 
o der  to  deter m ine an ap p o p iate instr uctio nal  p o g am .  S tudents w ith  str o ng  b ack g o unds in 
o m al  sch o o ing ,  th o se w h o  m ay b e p er o m ing  at g ade ev el  in th eir  p im ar y ang uag e b ut 
w o  ar e new  to  Eng ish  equir e di er ent sp ecial iz ed instr uctio n th an students w ith  ess m al  
sch o o ing .  
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Even with strong primary 

language foundations, 

however, some EL adolescents 
may struggle to master 
disciplinary literacy, given 
the accelerated time frame 

in which they are expected to 
meet grade­level content­area 
expectations. 



      
     
      

    

    

 
      

 
   

  
     

   

  
        

    

    

     
       

      
    

   
 

  

 

   
  

  

   
  

   

•	 Prog ress in EL D: R eg ar dl ess o f th eir ag e, p r im ar y l ang uag e and l iter acy b ack g r o unds, and 
tim e in U . S . sch o o l s, al l EL s sh o ul d m ak e steady p r o g r ess in dev el o p ing Eng l ish , p ar ticul ar l y 
th e typ es o f academ ic Eng l ish needed f o r sch o o l success. H o w ev er , m any EL s m ay h av e 
no t r eceiv ed th e educatio nal sup p o r t f r o m sch o o l ing th ey need to co ntinual l y p r o g r ess in 
developing English and succeed in academic subjects. These students have been identified 
as long-term English learners ( L T EL s) b ecause th ey h av e b een sch o o l ed in th e U . S . f o r 
six or more years but have not made sufficient linguistic and academic progress to meet 
reclassification criteria and exit EL status. (See figure 9.2 for the California Education Code 
definition of l o ng - ter m Eng l ish l ear ner .) F l uent in so cial / co nv er satio nal Eng l ish b ut ch al l eng ed 
by academic and disciplinary literacy tasks, LTELs find it difficult to engage meaningfully 
in incr easing l y r ig o r o us co ur sew o r k . C al if o r nia r eco g niz es th at L T EL s f ace co nsider ab l e 
ch al l eng es to succeed in sch o o l , esp ecial l y since th e am o unt and co m p l ex ity o f th e academ ic 
tex ts and task s students enco unter r ap idl y incr ease as th ey m o v e th r o ug h th e seco ndar y 
g r ades. S p ecial car e sh o ul d b e tak en w h en desig ning instr uctio n f o r L T EL s, and instr uctio n 
sh o ul d accel er ate th e sim ul taneo us dev el o p m ent o f academ ic Eng l ish and co ntent k no w l edg e 
in motivating and engaging ways to ensure that LTELs meet the goals identified in the outer 
ring of figure 9.1. 

Figure 9.2. California Education Code Definition of Long-Term English Learner 

2 0 1 3 C al if o r nia Education Code 313.1. a & b defines a long-term English learner as “an 
Eng l ish l ear ner w h o is enr o l l ed in any o f g r ades 6 to 1 2 , incl usiv e, h as b een enr o l l ed in 
sch o o l s in th e U nited S tates f o r m o r e th an six year s, h as r em ained at th e sam e Eng l ish 
language proficiency level for two or more consecutive years” as determined by the 
state’ s annual Eng l ish l ang uag e dev el o p m ent test. I n additio n, th e sam e C al if o r nia 
Education Code identifies English learners at risk of becoming long-term English 
l ear ner s as th o se EL students enr o l l ed in any o f g r ades 5 to 1 1 , in sch o o l s in th e 
U nited S tates f o r f o ur year s, and w h o sco r e at th e inter m ediate l ev el o r b el o w o n th e 
state’ s annual Eng l ish l ang uag e dev el o p m ent test th e f o ur th year at th e b el o w b asic o r 
f ar b el o w b asic l ev el o n th e Eng l ish l ang uag e ar ts standar ds- b ased ach iev em ent test. 

A co m p r eh ensiv e inter nal acco untab il ity system , w h ich 
incl udes b o th r o b ust f o r m ativ e assessm ent ap p r o ach es 
and sum m ativ e year l y assessm ents, is necessar y to 
ensure that ELs and Reclassified English Proficient 
S tudents ( see nex t sectio n) m aintain a steady tr aj ecto r y 
toward linguistic and academic proficiency and do not 
f al l b eh ind as th ey p r o g r ess into and th r o ug h seco ndar y 
sch o o l ing . Al l educato r s sh o ul d h av e detail ed and cur r ent 
inf o r m atio n o n th eir students’ year l y p r o g r ess to w ar d 
English language proficiency and mastery of the CA 
C C S S f o r EL A/ L iter acy. T h is r equir es cl ear l y estab l ish ed 
b ench m ar k s o f ex p ected p r o g r ess in Eng l ish l ang uag e 
proficiency and academic progress that consider both 
th e tim e in U . S . sch o o l s and students’ Eng l ish l ang uag e 
proficiency (Hopkins, and others 2013). Monitoring 
th e year y p o g ess o f  EL s w h il e m aintaining  a w atch  
o n th e typ e o f  EL D  and co ntent instr uctio n EL  and 
Reclassified Fluent English Proficient students receive, 

0 | C h ap ter  	 Access and Equity 

l r r

8 9 9

All educators should have detailed 
and current information on their 
students’ yearly progress toward 
English language proficiency 
and mastery of the CA CCSS 
for ELA/Literacy. This requires 
clearly established benchmarks 
of expected progress in English 
language proficiency and 
academic progress that consider 
both the time in U.S. schools 
and students’ English language 
proficiency. 



         
    

    

 
         

    
       

     
     

     
   

  

   
  

 
   

  
   

    
   

      
  
   

    
      

   
 

m ak es it p o ssib l e f o r educato r s to k no w w h o th eir EL students ar e, deter m ine h o w w el l students ar e 
p r o g r essing l ing uistical l y and academ ical l y, and m ak e instr uctio nal adj ustm ents in tim e to im p r o v e 
educational outcomes. Specific guidance on responding to the academic and linguistic needs of ELs 
is p r o v ided th r o ug h o ut th is f r am ew o r k . F o r m o r e inf o r m atio n o n th e stag es o f Eng l ish l ang uag e 
development see the discussion of Proficiency Level Descriptors in chapters 1 and 2 of this ELA/ELD 
Framework and th e California English Language Development Standards: Kindergarten Through Grade 
12 ( C D E 2 0 1 4 ) . F o r m o r e inf o r m atio n o n m o nito r ing th e p r o g r ess o f EL s, see C h ap ter s 8 and 1 1 o f th is 
f r am ew o r k . 

Reclassified English Proficient Students 
Students who have reached proficiency in the English language benefit from occasional 

l ing uistic sup p o r t as th ey co ntinue to b uil d b r eadth , dep th , and co m p l ex ity in co m p r eh ending and 
co m m unicating in Eng l ish in a w ide v ar iety o f co ntex ts. D istr icts ar e r equir ed to m o nito r students f o r 
two years after reclassification from EL status to Reclassified Fluent English Proficient (RFEP) status 
to  ensur e students ar e m aintaining  a steady academ ic tr aj ecto r y.  W h en R F EP  students ex p er ience 
difficulty with academic tasks and texts, schools rapidly provide appropriate support, which may 
incl ude,  b ut is no t im ited to ,  th e o o w ing : 
•  S tudent/ teach er / p ar ent co nf er ence 
•  S p ecial iz ed instr uctio n dur ing  th e sch o o l  day,  b ased o n m ul tip l e assessm ents 
•  Ex tended ear ning  tunities e.  af ter  sch 	  tuto ing  er er io d cl asses) 

Instructional Programs and Services for English Learners 
As indicated in figure 9.3, California’s ELs are enrolled in a variety of school and instructional 

settings that influence the application of the CA ELD Standards. Some EL students are enrolled in a 
new co m er  o r  intensiv e EL D  p o g am  o r  m o st o r  al l  o f  th e day.  O th er s ar e enr o ed in a m ainstr eam  

am  in ich  th ey eceiv e sp ecial iz ed EL D  instr uctio n  ar t  th e day e.  desig nated EL D  

l f l l

l o p p o r ( g . , o o l r , z o - p

r r f l l
p r o g r w h r f o r p o f ( g . ,
tim e in el em entar y o r an EL D cl ass in seco ndar y) . S til l o th er s ar e in a b il ing ual / dual - l ang uag e p r o g r am 
th at p r o v ides instr uctio n in b o th th e p r im ar y l ang uag e and Eng l ish . T h e C A EL D S tandar ds ap p l y to al l 
o	 f th ese setting s and ar e desig ned to b e used b y al l teach er s o f academ ic co ntent and o f desig nated 

EL D in w ays th at ar e ap p r o p r iate to th e setting 
and identified student needs. For example, the CA 
EL D S tandar ds ar e th e f o cal standar ds in setting s 
specifically designated for English language 
dev el o p m ent, such as a desig nated EL D cl ass 
in w h ich EL s ar e g r o up ed b y Eng l ish l ang uag e 
proficiency level. Additionally, the CA ELD Standards 
ar e desig ned and intended to b e used in tandem 
with o th er academ ic co ntent standar ds to sup p o r t
EL s in m ainstr eam academ ic co ntent cl assr o o m s. 
 h ese incl ude, f o r ex am p l e, a th ir d- g r ade sel f -
co ntained cl assr o o m dur ing EL A, h isto r y/ so cial 
studies, m ath em atics, and science instr uctio n; a 
 iddl e sch o o l m ath cl ass; o r a h ig h sch o o l science
cl ass. W h en th e C A EL D S tandar ds ar e used 
dur ing co ntent instr uctio n in tandem w ith co ntent 

standar ds, th is is ter m ed integrated EL D . W h en th e C A EL D S tandar ds ar e used as th e f o cal standar ds 
dur ing a p r o tected tim e in th e instr uctio nal day, th is is ter m ed designated EL D ( see ch ap ter s 1 and 2 
and th e g r ade- sp an ch ap ter s in th is ELA/ELD Framework f o r additio nal inf o r m atio n o n integ r ated and 
desig nated EL D instr uctio n) . 
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. . . the CA ELD Standards are the 
focal standards in settings specifically 
designated for English language 
development, such as a designated 
ELD class in which ELs are grouped 
by English language proficiency level. 
Additionally, the CA ELD Standards are 
designed and intended to be used in  T
tandem with other academic content 
standards to support ELs in mainstream 
academic content classrooms. m



        
      

    

 

  

  
 

  

   

 

  

   
  

 

 
  

  
  

  
 

  

 
  

  
  

  

 

  

       

 

   

  

    

  
    

 

 
   

  
 

 
  

 
 

 

W h eth er EL students ar e enr o l l ed in al ter nativ e b il ing ual o r m ainstr eam Eng l ish p r o g r am s, al l 
C al if o r nia educato r s h av e th e dual o b l ig atio n to p r o v ide EL students w ith m eaning f ul access to g r ade-
l ev el academ ic co ntent v ia ap p r o p r iate instr uctio n and to sup p o r t students to dev el o p academ ic 
English language proficiency. 

Figure 9.3. Instructional Characteristics in Programs for English Learners 

I nstructional 
Characteristics 

T ype of Prog ram 

T w o- W ay 
I mmersion 

Dev elopmental 
Biling ual 

T ransitional 
Biling ual 

M ainstream 
Eng lish- only 

L iter acy and 
L ang uag e G o al s 

B il iter acy in h o m e l ang uag e and Eng l ish L iter acy in Eng l ish and v al idatio n o f h o m e 
l ang uag es 

T yp ical M o del s Elementary: 
P r o p o r tio n o f h o m e 
l ang uag e to Eng l ish 
in instr uctio n star ts 
at 9 0 / 1 0 o r 5 0 / 5 0 
in K inder g ar ten 
to ap p r o x im atel y 
20/80 by fifth grade 
Secondary: 
S o m e co ntent and 
h o m e l ang uag e 
( e. g . , S p anish f o r 
S p anish sp eak er s) 
co ur sew o r k in h o m e 
l ang uag e 

Elementary and 
Secondary: 
P r o p o r tio n o f h o m e 
l ang uag e to Eng l ish 
v ar ies w ith f ul l 
tr ansitio n to Eng l ish 
v ar ying dep ending 
o n av ail ab il ity o f th e 
p r o g r am at l ater 
g r ades 

Elementary: 
P r o p o r tio n o f h o m e 
l ang uag e to Eng l ish 
v ar ies w ith f ul l 
tr ansitio n to Eng l ish 
typ ical l y b y th e th ir d 
o r f o ur th g r ade 

M ainstr eam Eng l ish 

U se o f H o m e 
L ang uag e 

L iter acy in th e h o m e l ang uag e taug h t 
acr o ss th e discip l ines 

S tr ateg ic use o f h o m e l ang uag e 

U se o f Eng l ish f o r 
EL A and C o ntent 
I nstr uctio n 

L iter acy in Eng l ish intr o duced sequential l y o r sim ul taneo usl y, 
so m e co ntent instr uctio n in Eng l ish 

Al l l iter acy and 
co ntent instr uctio n 
in Eng l ish 

Eng l ish L ang uag e 
D ev el o p m ent 
( b o th integ r ated 
and desig nated 
EL D ) 

O ccur s dail y 

C ar ef ul sco p e and sequence desig ned to ensur e students can 
decode fluently in English and engage meaningfully with grade-
l ev el tex ts in Eng l ish b y th e l ate el em entar y g r ades 

I ncl udes P ar ts I and I I o f th e EL D S tandar ds 

I ncl udes instr uctio n in f o undatio nal l iter acy sk il l s ( EL D 
S tandar ds, P ar t I I I ) , w h er e ap p r o p r iate, b ased o n th e car ef ul 
sco p e and sequence o f th e p r o g r am 

O ccur s dail y 
I ncl udes P ar ts I 
and I I o f th e EL D 
S tandar ds 
P ar t I I I o f th e 
EL D S tandar ds 
is addr essed 
dur ing EL A ( so m e 
students, f o r 
ex am p l e new co m er 
EL s, m ay need 
sp ecial iz ed attentio n 
dur ing desig nated 
EL D ) 
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Biliterate Students 
n al i nia,  i iter acy is al ued,  and th e im ar y 

ang uag es th at EL s b ing  to  sch o o l  ar e co nsider ed im p o tant 
eso ur ces,  al uab e in th eir  w n ig t and as a ase m  

w h ich  to  dev el o p  Eng ish  as an additio nal  ang uag e.  Al so  
valued are the benefits to native speakers of English that in 
b eco m ing  b i ing ual  and b i iter ate b ing .  W h i e dev el o p m ental  
il ing ual  am s ide m eans r  EL s to  eco m e 

b il iter ate in th eir  nativ e ang uag e and Eng ish ,  tw o w ay,  o r  
dual  im m er sio n am s al w  th  EL s and nativ e Eng ish  
sp eak er s to  b eco m e b i iter ate in each  o th er s ang uag es. 

EL s w h o  ar e dev el o p ing  ang uag e and iter acy in tw o  
ang uag es sim ul taneo usl y in th e el em entar y g ades and al l  
students in tw o w ay im m er sio n p o g am s equir e a cur icul um  b ased o n car ef ul y desig ned 
sequence th at ensur es steady p o g ess in b o th  ang uag es.  T h is sco p e and sequence incl ud
o m ativ e assessm ent in b o th  ang uag es and car ef ul  anal ysis o f  assessm ent esul ts in o der 

I C f o r b l v p r
l r r
r v l o r h b f r o

l l

l l r l
b p r o g r p r o v f o b

l l -
, p r o g r l o b o l

l ’ l
l l

l r
- r r r r l - sco p e and 

r r l es o ng o ing 
f r l r r to inf o r m 
instr uctio nal decisio ns. L ik e al l students, th o se in b il iter acy p r o g r am s sh o ul d b e w el l - p r ep ar ed to 
indep endentl y eng ag e w ith co m p l ex g r ade- l ev el tex ts in Eng l ish in th e el em entar y g r ades and th r o ug h 
seco ndar y sch o o l ing . 

Students Who are Deaf and Bilingual in ASL and Printed English
 
Al l students h av e th e r ig h t to instr uctio n and assessm ent th at is b o th l ing uistical l y and cul tur al l y 

ap p r o p r iate. C o m m unity m em b er s w h o ar e deaf and w h o use Am er ican S ig n L ang uag e ( AS L ) v iew 
th em sel v es as a cul tur al and l ing uistic m ino r ity, r ath er th an indiv idual s w ith a disab il ity ( L add 2 0 0 3 ) . 
W h il e students w h o ar e deaf and h ar d o f h ear ing m ay co nstitute a sm al l p er centag e o f C al if o r nia’ s 
sch o o l p o p ul atio n, educato r s ar e o b l ig ated to addr ess th eir unique v isual l ing uistic and l ear ning needs 
w h en desig ning and p r o v iding instr uctio n and assessm ent. F o r ex am p l e, th e acquisitio n o f w r itten 
Eng l ish canno t r el y o n l etter - so und co r r esp o ndences f o r th ese students. S tudents w h o ar e deaf and 
h ar d o f h ear ing w h o se p r im ar y l ang uag e is AS L l ear n Eng l ish as a seco nd l ang uag e. I n th is sense 
th ey ar e sim il ar in m any w ays to EL s w h o h av e a sp o k en p r im ar y l ang uag e. T h e l ing uistic o utco m e f o r 
students who are deaf and hard of hearing in bilingual language programs is to become proficient in 
b o th AS L and p r inted Eng l ish . 

AS L is th e sig ned l ang uag e o f deaf p eo p l e in th e U . S . AS L is 
a natur al l ang uag e, o p er ating in th e v isual - g estur al m o dal ities 
r ath er th an th e audio - o r al m o dal ities o f sp o k en l ang uag es such 
as Eng l ish , and it h as g r am m atical and ex p r essiv e p r o p er ties 
equiv al ent to th o se in sp o k en natur al l ang uag es. AS L dev el o p ed 
th r o ug h inter actio n am o ng deaf p eo p l e in deaf co m m unities 
acr o ss th e U . S . ( D istinct sig ned l ang uag es dev el o p th r o ug h o ut
th e w o r l d anyw h er e co m m unities o f deaf p eo p l e co m m unicate
w ith each o th er using sig n. ) AS L l iter atur e and p er f o r m ance is 
r eco r ded in v ideo . F ing er sp el l ing is a k ey co m p o nent o f AS L and 

p r o v ides a l ing uistic l ink b etw een AS L and Eng l ish in th at th e h andsh ap es ar e b ased o n l etter s o f th e 
English alphabet and can be used to spell English words. However, fingerspelling is also integrated 
into AS L v o cab ul ar y and g r am m ar in m o r e co m p l ex and system atic w ays ( V isual L ang uag e and V isual 
L ear ning  S cience o f  L ear ning  C enter  2 0 1 0 . 

D eaf  ch i dr en o f  deaf  p ar ents w h o  use AS L  acquir e AS L  as a p im ar y ang uag e o m  b ir th .  R esear ch  
has shown that native users of ASL demonstrate higher proficiency levels in English than non-native 
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In California, biliteracy is 
valued, and the primary 
languages that ELs bring 
to school are considered 
important resources, valuable 
in their own right and as a
base from which to develop 
English as an additional
language.

The linguistic outcome for 
students who are deaf and 
hard of hearing in bilingual 
language programs is to 
become proficient in both 
ASL and printed English. 



     
     

      
     

  
    
    

    
    

      
   

 
     

    
    

         
      

        
      

     
       

   

     
     

   
  
  
      

  
  
   

    
   

   
     

    
    

        
        

         
 

user s ( S tr o ng and P r inz 1 9 9 7 ) . C h il dr en w h o ar e b o r n to 
 ear ing p ar ents m ay star t l ear ning AS L at a l ater ag e. M any 
students w h o ar e deaf do no t l ear n AS L until th ey enter 
sch o o l . B ecause th ey ar e l ear ning w h at is, in ef f ect, th eir 
 r im ar y l ang uag e at a l ate ag e, th ey m ay al so b e del ayed in 
l ear ning th eir seco nd l ang uag e, th e w r itten Eng l ish l ang uag e 
system . S ch o o l s w ith b il ing ual l ang uag e p r o g r am s in AS L 
and Eng l ish f o r students w h o ar e deaf can f acil itate th e 
dev el o p m ent o f b o th l ang uag es b y b uil ding o n AS L as th e 
 r im ar y l ang uag e, using it to teach a b r o ad r ang e o f sub j ects, 
to dev el o p p r im ar y l ang uag e k no w l edg e and sk il l s, and 
sup p o r t th e dev el o p m ent o f w r itten Eng l ish . 

S tudents w h o ar e deaf and h ar d o f h ear ing ar e educated th r o ug h o ut C al if o r nia in a v ar iety o f 
setting s. T h e typ e o f p r im ar y l ang uag e sup p o r t p r o v ided v ar ies w ith th e setting . I n sch o o l s w h er e 
students ar e p l aced in th e m ainstr eam cl assr o o m , p r im ar y l ang uag e sup p o r t f o r students w h o ar e 
deaf and h ar d o f h ear ing and use AS L typ ical l y co nsists o f tr ansl ating o r al ( sp eak ing and l istening 5 ) 
cl assr o o m activ ities v ia an inter p r eter f r o m Eng l ish into AS L and v ice v er sa. 

I n b il ing ual p r o g r am s f o r students w h o ar e deaf and h ar d o f h ear ing and use AS L , th e l ang uag e o f 
instr uctio n is AS L . S tudents’ p r im ar y l ang uag e, al o ng w ith p r inted Eng l ish , is used th r o ug h o ut th e day 
to p r o v ide instr uctio nal co ntent. S tudents v iew sp eech es and p er f o r m ances dir ectl y in th eir p r im ar y 
l ang uag e. W h en instr uctio nal m ater ial s ar e no t av ail ab l e in AS L , cap tio ning o r p r inted Eng l ish is used. 
S tudents al so g iv e p r esentatio ns and h av e discussio ns in th eir p r im ar y l ang uag e. I nter p r eter s ar e no t 
used in the classroom as all teachers are fluent in ASL, enabling direct instruction in the students’ 
p r im ar y l ang uag e. 

Students Who Are Deaf and Hard of Hearing Who 

Communicate with Spoken English or Simultaneous 

Communication, Including Sign Supported Speech
 

S tudents w h o ar e deaf and h ar d o f h ear ing w h o 
co m m unicate w ith sp o k en l ang uag e o r a f o r m o f to tal 
co m m unicatio n ( e. g . , sig n sup p o r ted sp eech , cued sp eech , 
S ig ning Ex act Eng l ish ) use indiv idual iz ed sup p o r ts and 
ser v ices, deter m ined b y th eir I ndiv idual iz ed Educatio n 
P r o g r am ( I EP ) , w h ich enab l e th em to access th e g ener al 
educatio n cur r icul um and ach iev e th e sam e h ig h standar ds 
r equir ed o f th eir p eer s. 

L ink ing th e I EP activ ities to standar ds h el p s ensur e 
students w h o ar e deaf and h ar d o f h ear ing — r eg ar dl ess o f 
th eir m o de o f co m m unicatio n— h av e th e o p p o r tunities to 
f ul l y access th e C A C C S S f o r EL A/ L iter acy addr essed in th eir 
educatio n setting s. T h e ef f o r ts o f th e I EP team ar e to b e 
g uided b y an under standing o f th e student’ s h ear ing l ev el 
and o v er al l dev el o p m ental and so cial needs. 

5 As no ted th r o ug h o ut th is f r am ew o r k , sp eak ing and l istening sh o ul d b e b r o adl y inter p r eted. S p eak ing and l istening sh o ul d 
incl ude students w h o ar e deaf and h ar d o f h ear ing using Am er ican S ig n L ang uag e ( AS L ) as th eir p r im ar y l ang uag e. S tudents 
who are deaf and hard of hearing who do not use ASL as their primary language but use amplification, residual hearing, 
l istening and sp o k en l ang uag e, cued sp eech and sig n sup p o r ted sp eech , access th e g ener al cur r icul um w ith v ar ying m o des o f 
co m m unicatio n. 
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Students who are deaf and 
hard of hearing are educated 
throughout California in a  p

variety of settings. The type 
of primary language support 
provided varies with the 
setting.  p

Linking the IEP activities 
to standards helps ensure 
students who are deaf 
and hard of hearing— 
regardless of their mode of 
communication—have the 
opportunities to fully access 
the CA CCSS for ELA/Literacy 
addressed in their education 
settings.



    
    

   
  

    
    

   
    

    
   

         

       

      
  

      
 

      
          

      
      

   
         

  
  
   

 
  

   
  

  

   

Students Living in Poverty 
More than one in five of California’s children and 

ado escents iv e in er ty U  ensus ur eau  n 
so m e cases,  p ar ents ar e w o k ing  o ne o r  m o e o b s yet ar e 
having difficulty surviving economically. Some students living 
in p o v er ty m o v e o ten w ith  th eir  am il ies,  ch ang ing  sch o o s 
ev er y year  o r  m ul tip e tim es each  year ,  b ecause o f  eco no m ic 
cir cum stances,  incl uding  o b  o ss.  S o m e ar e unacco m p anied 
m ino s,  so m e ar e iv ing  o n th e str eet o r  in sh el ter s w ith  th eir  

l l p o v ( . S . C B 2 0 1 2 ) . I
r r j

f f l
l

j l
r l

f am il ies, and so m e h av e stab l e h o using b ut o f ten g o h ung r y. 
T h ey ar e a h eter o g eneo us g r o up co m p o sed o f al l eth nicities; 
students o f co l o r , h o w ev er , ar e o v er r ep r esented in th e 
p o p ul atio n o f students in k inder g ar ten th r o ug h g r ade tw el v e 
l iv ing b el o w th e p o v er ty l ine ( U . S . D ep ar tm ent o f Educatio n 
2 0 1 3 ; see al so F uentes, O ’ L ear y, and B ar b a 2 0 1 3 ) . 

T h e ch al l eng es indiv idual s l iv ing in p o v er ty f ace ar e co m p l ex . T h e r eso ur ces o f m any ag encies 
w o r k ing in co l l ab o r atio n ar e r equir ed to m itig ate th e neg ativ e ef f ects o f p o v er ty. A b r o ad inter p r etatio n 
o f sh ar ed r esp o nsib il ity, th at is, o ne th at incl udes ag encies b eyo nd th e p ub l ic educatio n system , is 
cr ucial in o r der to ser v e th ese students. 

P o v er ty is a r isk f acto r f o r p o o r academ ic o utco m es. I n o th er w o r ds, ch il dr en and yo uth l iv ing in 
poverty are more likely than their peers to experience academic difficulty. However, the effects poverty 
has on individuals vary based on “the individual’s characteristics (such as personality traits), specific 
l if e ex p er ience ( such as l o ss o f h o using ) , and co ntex tual f acto r s ( such as neig h b o r h o o d cr im e) , as w el l 
as the stressor’s timing . . .” and the presence of protective factors that include affirming, positive, and 
sup p o r tiv e r el atio nsh ip s w ith teach er s and sch o o l s ( M o o r e 2 0 1 3 , 4 ) . T h us, th e r esp ectf ul , p o sitiv e, and 
sup p o r tiv e sch o o l s cal l ed f o r th r o ug h o ut th is ch ap ter and th is entir e ELA/ELD Framework— im p o r tant 
f o r al l students— ar e esp ecial l y cr ucial f o r students l iv ing in th e p sych o l o g ical l y and p h ysical l y str essf ul 
cir cum stances th at co m e w ith p o v er ty. 

C h il dr en and yo uth l iv ing in p o v er ty o f ten m iss m any days o f sch o o l ; so m e sto p attending 
al to g eth er . M any tr ansf er f r o m o ne sch o o l to ano th er as th eir l iv ing cir cum stances dictate. As a r esul t, 
th er e ar e o f ten g ap s in th eir educatio n. R esear ch indicates th at h ig h r esidential m o b il ity dur ing th e 
ear l y year s is r el ated to p o o r initial r eading ach iev em ent and sub sequent tr aj ecto r ies ( V o ig h t, S h inn, 
and N atio n 2 0 1 2 ) . I t is essential th at teach er s and distr icts identif y student instr uctio nal needs ear l y 
and w o r k to deter m ine h o w such needs can b e addr essed. N o tab l y, ch il dr en l iv ing in p o v er ty w h o do 

ex p er ience academ ic success in th e ear l y year s o f sch o o l 
ar e m o r e l ik el y to succeed in sub sequent year s; ear l y
success in r eading h as b een dem o nstr ated to h av e p ar ticul ar 
significance for this population of students (Herbers, and 
o th er s 2 0 1 2 ) . 

S tudents l iv ing in p o v er ty ar e m o r e l ik el y to str ug g l e
w ith eng ag em ent in sch o o l . J ensen ( 2 0 1 3 ) discussed sev en 
ar eas o f co ncer n f o r l o w - inco m e students and r eco m m ended
actio ns th at teach er s sh o ul d tak e to m itig ate th eir ef f ects 
(summarized and adapted in figure 9.4). The issues cannot 
b e addr essed so l el y in th e cl assr o o m . O th er r eso ur ces sh o ul d 
b e h ar nessed to  esp o nd m o e ul y to  th e needs o f  th ese 
students.  S ee al so  K aiser ,  R o b er ts and M cL eo d 2 0 1 1  o r  a 
discussio n o f  p o v er ty and ang uag e del ays. )  
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They [students living in 
poverty] are a heterogeneous 
group composed of all 
ethnicities; students of color, 
however, are overrepresented 
in the population of students 
in kindergarten through grade 
twelve living below the poverty 
line.

Notably, children living in 
poverty who do experience 
academic success in the early 
years of school are more likely 
to succeed in subsequent years; 
early success in reading has 
been demonstrated to have 
particular significance for this 
population of students. 



  
   

   
  

 
  

  
    

 
  

 
  

  

 
    

 
   
   

  
    

  

    
    

    

 
  
 

 

   
 

  

   
   

 
  

  

    

   
  

   
 

 
     

  
  

  
   

   
     

 
   

 
   

   

  

  
   

       
 

 
      

Figure 9.4. Poverty and Classroom Engagement: Issues and Classroom Actions 

I ssue Action 

H ealth and N utrition 
S tudents l iv ing in p o v er ty g ener al l y ar e in p o o r er 
h eal th and h av e p o o r er nutr itio n th an th eir m iddl e-
cl ass p eer s. P o o r h eal th and nutr itio n af f ect 
attentio n, co g nitio n, and b eh av io r . 

Ensur e students h av e dail y o p p o r tunities f o r 
p h ysical activ ity and th at th ey and th eir f am il ies 
ar e aw ar e o f f r ee and r educed l unch p r o g r am s 
and m edical , incl uding m ental h eal th , ser v ices 
o f f er ed in th e co m m unity. 

Academic L ang uag e 
S tudents l iv ing in p o v er ty g ener al l y h av e l im ited 
ex p er ience w ith th e k ind o f l ang uag e h ig h l y v al ued 
in sch o o l — academ ic l ang uag e— th an th eir m iddl e-
cl ass p eer s. Academ ic l ang uag e incl udes g ener al 
academic and domain-specific vocabulary, discourse 
p r actices, and under standing s ab o ut h o w dif f er ent 
tex t typ es ar e str uctur ed. 

Attend to academ ic l ang uag e dev el o p m ent in 
al l ar eas o f th e cur r icul um and in cl assr o o m 
r o utines. As no ted th r o ug h o ut th is ELA/ELD 
Framework, academ ic l ang uag e, w h ich incl udes 
v o cab ul ar y, is a cr ucial co m p o nent o f EL A/ l iter acy 
p r o g r am s and discip l inar y l ear ning ( as w el l as 
al l asp ects o f l if e and l ear ning ) . P r o v ide r ich 
l ang uag e m o del s, p r o m p t and ex tend r esp o nses, 
and eng ag e th e student in discussio ns. 

Effort 
S o m e students l iv ing in p o v er ty m ay ap p ear to l ack 
ef f o r t at sch o o l . T h is m ig h t b e due to l ack o f h o p e 
o r o p tim ism , dep r essio n, o r l ear ned h el p l essness. 

R eco g niz e th e cr itical r o l e th at teach er s and 
sch o o l s p l ay in students’ w il l ing ness to ex er t 
th em sel v es academ ical l y. S tr eng th en r el atio nsh ip s 
b etw een th e sch o o l and students. 

H ope and the G row th M ind- Set 
L o w so cio eco no m ic status is r el ated to l o w 
ex p ectatio ns and a v isio n o f a neg ativ e f utur e. 

Ensur e th at students k no w th at th eir f utur es and 
their abilities are not fixed. Provide high-quality 
feedback that is task-specific and actionable. 
S up p o r t students’ b el ief s in th eir p o tential ( no t 
th eir l im itatio ns) and th e r ew ar ds o f ef f o r t. 

Cog nition B r eak co ntent into sm al l er , m anag eab l e 
S tudents l iv ing in p o v er ty o f ten dem o nstr ate co m p o nents. Ensur e th at al l students r eceiv e 
l o w er academ ic ach iev em ent th an th eir m iddl e- a r ich , eng ag ing , and intel l ectual l y stim ul ating 
cl ass p eer s. T h ey m ay h av e l o w er attentio n sp ans cur r icul um . Enco ur ag e students and p r o v ide 
and other cognitive difficulties. This may result in p o sitiv e f eedb ack . 
p r o b l em b eh av io r o r g iv ing up . 

R elationships 
S tudents l iv ing in p o v er ty f ace co nsider ab l e 
adv er sity, o f ten in th e f o r m o f disr up tiv e o r str essf ul 
h o m e r el atio nsh ip s. T h ey m ay b eco m e m istr ustf ul 
o r disr esp ectf ul ; th ey m ay b e im p ul siv e and 
r esp o nd inap p r o p r iatel y at sch o o l . 

Ensur e th at adul ts at sch o o l ar e p o sitiv e, 
car ing , and r esp ectf ul . M ak e ex p ectatio ns cl ear . 
Ab o v e al l , tr eat students l iv ing in p o v er ty, as 
w el l as th eir f am il ies, w ith dig nity, and co nv ey 
th e attitude th at al l students ar e w el co m e and 
cap ab l e o f ach iev ing to th e h ig h est l ev el s. 

Distress 
S tudents l iv ing in p o v er ty o f ten l iv e in acute 
ch r o nic distr ess, w h ich im p acts b r ain dev el o p m ent, 
academ ic success, and so cial co m p etence. T h ey 
m ay dem o nstr ate ag g r essiv e and inap p r o p r iate 
b eh av io r o r ex h ib it p assiv ity. 

R eco g niz e th e cause o f th e b eh av io r . B uil d 
p o sitiv e and r esp ectf ul r el atio nsh ip s. T each 
co p ing sk il l s. S eek adv ice f r o m o th er sch o o l o r 
distr ict p r o f essio nal s, w h en ap p r o p r iate. 

Source 
S um m ar iz ed and adap ted f r o m 
J ensen, Er ic. 2 0 1 3 . “ H o w P o v er ty Af f ects C l assr o o m Eng ag em ent. ” Educational Leadership 70 (8): 24–30. 
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Migrant Students 
Migrant students represent a significant number of California’s children and adolescents. In 2014, 

C al if o r nia w as h o m e to near l y 2 0 0 , 0 0 0 m ig r ant students, o r ab o ut 3 5 % o f th e co untr y’ s to tal m ig r ant 
student population, and about one-third of California’s migrant students were classified as ELs (CDE, 
2 0 1 4 b ) . A student b etw een th e ag es o f 3 and 2 1 is co nsider ed m ig r ant if th e p ar ent o r g uar dian is a 

migratory worker in the agricultural, dairy, lumber, or fishing 
industr ies and w h o se f am il y h as m o v ed dur ing th e p ast th r ee
year s. 

S h if ting tr ends ar e af f ecting m ig r ant f am il ies acr o ss
C al if o r nia and th e natio n. D r o ug h t acr o ss th e w ester n 
U . S . and dep r essed l o cal and r eg io nal eco no m ies, as w el l 
as adv er se co nditio ns w ith in o th er co untr ies ( e. g . , g ang 
and dr ug - r el ated v io l ence) , al l im p act m ig r atio n p atter ns. 
Relocation, poverty, the difficulty of farm work (for those 
m ig	 r ant f am il ies eng ag ed in ag r icul tur al industr ies) , p ar ent 
educatio n l ev el and f am il iar ity w ith U . S . sch o o l cul tur e, and 

l ang uag e dif f er ences af f ect th e educatio nal ex p er iences o f m ig r ant students. S ch o o l s and distr icts 
sh o ul d b e aw ar e o f th e b ack g r o und f acto r s th at m ay af f ect th e w ays in w h ich ch il dr en and ado l escents 
f r o m m ig r ant f am il ies eng ag e in sch o o l l ear ning . M o st im p o r tantl y, teach er s sh o ul d b eco m e f am il iar 
w ith th eir m ig r ant students’ cir cum stances, so th ey can attend to th eir students’ p ar ticul ar l ear ning 
needs. 

O ne o f th e g r eatest ch al l eng es m ig r ant students f ace is access to and co ntinuity o f th e ser v ices 
th at ar e intended to m eet th eir unique needs. T h e g o al o f C al if o r nia’ s m ig r ant p r o g r am is to p r o v ide 
sup p l em ental ser v ices and sup p o r ts to m ig r ant students, so th ey can b e r eady f o r and successf ul in 
sch o o l and g r aduate w ith a h ig h sch o o l dip l o m a th at p r ep ar es th em f o r r esp o nsib l e citiz ensh ip , f ur th er 
l ear ning , and p r o ductiv e em p l o ym ent. W h en f am il ies m o v e, m ig r ant students’ educatio nal p r o cess is 
inter r up ted, and th is can b e ex acer b ated if th e f am il y m o v es to an ar ea w h er e th er e is no t a m ig r ant 
p r o g r am o r if th e m ig r ant p r o g r am do es no t identif y students and p r o v ide th em w ith ser v ices in a 
tim el y w ay. N o t o nl y do th e ch il dr en and yo uth h av e an 
inter r up tio n in th eir educatio n, b ut th ey al so ex p er ience th e 
inter r up tio n in ser v ices desig ned to h el p th em o v er co m e 
th eir unique ch al l eng es as m ig r ant students. ( S ee discussio n 
o f h ig h m o b il ity in th e sectio n o n students l iv ing in p o v er ty. ) 

M ig r ant educatio n sup p o r t ser v ices incl ude p r esch o o l 
ser v ices, academ ic instr uctio n, b il ing ual and m ul ticul tur al 
instr uctio n, car eer educatio n ser v ices, g uidance and 
co unsel ing , and h eal th ser v ices. S ch o o l s and distr icts ar e 
r equir ed to cr eate and adh er e to a system atic p l an f o r 
identif ying m ig r ant students as so o n as th ey enter th eir 
sch o o l s and f o r im m ediatel y p r o v iding ap p r o p r iate ser v ices 
so th at m ig r ant students’ educatio n is no t f ur th er disr up ted. 
F o r m o r e inf o r m atio n and f o r r eso ur ces in m eeting th e 
needs o f m ig r ant students, see th e C al if o r nia D ep ar tm ent 
o f Educatio n’ s M ig r ant Educatio n P r o g r am s and S er v ices
( h ttp : / / w w w . cde. ca. g o v / sp / m e/ m t/ p r o g r am s. asp ) , th e M ig r ant S tudents F o undatio n
( h ttp : / / w w w . m ig r antstudents. o r g / ), and Colorín Colorado (h ttp : / / w w w . co l o r inco l o r ado . o r g / ) . 

In 2014, California was home 
to nearly 200,000 migrant 
students, or about 35% of the 
country’s total migrant student 
population, and about one­
third of California’s migrant 
students were classified as ELs. 

The goal of California’s 
migrant program is to provide 
supplemental services and 
supports to migrant students, 
so they can be ready for 
and successful in school and 
graduate with a high school 
diploma that prepares them 
for responsible citizenship, 
further learning, and 
productive employment. 
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Lesbian, Gay, Bisexual, and Transgender Students 
Al l C al if o r nia’ s ch il dr en and ado l escents h av e th e f undam ental r ig h t to b e r esp ected and f eel 

saf e in th eir sch o o l env ir o nm ent, yet m any do no t b ecause o f th eir sex ual o r ientatio n o r g ender 
ex p r essio n. R esear ch indicates th at k inder g ar ten th r o ug h 
g r ade six students w h o ar e g ender no nco nf o r m ing ar e l ess 
l ik el y th an o th er students to f eel saf e at sch o o l and m o r e 
l ik el y to indicate th at th ey so m etim es do no t w ant to g o 
to sch o o l b ecause th ey f eel unsaf e o r af r aid. F ur th er m o r e, 
th ey ar e m o r e l ik el y to b e m ade f un o f , cal l ed nam es, o r 
b ul l ied ( G L S EN and H ar r is I nter activ e 2 0 1 2 ) . L esb ian, g ay, 
b isex ual , and tr ansg ender ( L G B T ) students b etw een th e ag es 
o f 1 3 and 1 8 al so r ep o r t f eel ing unsaf e and ex p er iencing 
h ar assm ent o r assaul t at sch o o l . L ik e th eir yo ung er 
co unter p ar ts, th ey m iss days o f sch o o l to av o id a h o stil e 
cl im ate. N o tab l y, students in m iddl e sch o o l r ep o r t h ig h er 
f r equencies o f v ictim iz atio n th an students in h ig h sch o o l 
( G L S EN 2 0 1 2 ) . 

Al l C al if o r nia educato r s h av e a duty to p r o tect students’ r ig h t to p h ysical and p sych o l o g ical saf ety 
and ensur e th at each o f th eir students h as th e o p p o r tunity to th r iv e. T h e C al if o r nia Education Code 
(EC) S ectio n 2 0 0 et seq. p r o h ib its discr im inatio n o n th e b asis o f v ar io us p r o tected g r o up s, incl uding 
sex ual o r ientatio n, g ender identity, and g ender ex p r essio n. C al if o r nia r eco g niz es th at discr im inatio n 
and h ar assm ent in sch o o l s “ can h av e a p r o f o und and p r o l o ng ed adv er se ef f ect o n students’ ab il ity 
to benefit from public education and maximize their potential” (CDE 2012a). Furthermore, research 
sug g ests th at v ictim iz atio n b ased o n sex ual o r ientatio n o r g ender ex p r essio n is r el ated to l o w er 
academ ic ach iev em ent and educatio nal asp ir atio ns as w el l as p o o r er p sych o l o g ical w el l - b eing 
( G EN  . 

G ener al  eco m m endatio ns o m  th e G ay,  L esb ian,  and S tr aig h t Educatio n N etw o k  G L S EN  2 0 1 2 )  
o r  sch o o s eg ar ding  students in th is h eter o g eneo us p o p ul atio n incl ude th e o o w ing :  

• 	 Ado p t and im p em ent cl ear  p o icies and p o cedur es th at addr ess b ul ying  and h ar assm ent o r  
any easo n,  th us p o m o ting  esp ectf ul  and saf e env ir o nm ents o r  al l  students. 

• 	 P o v ide p o essio nal  ear ning  to  educato s and ensur e th at al l  students h av e access to  a 
w el co m ing  env ir o nm ent and sup p o tiv e,  esp ectf ul  teach er s and staf f  w h o  w il l  inter v ene o n 
th eir  b eh al . 

• 	 I ncr ease students’  access to  an incl usiv e cur r icul um .  C al if o r nia S enate B il l  4 8  added l ang uag e to  
EC S ectio n 5 1 2 0 4 5  p escr ib ing  th e incl usio n o f  th e co ntr ib utio ns o f  esb ian,  g ay,  b isex ual ,  and 
tr ansg ender  Am er icans to  th e eco no m ic,  p o itical ,  and so cial  dev el o p m ent o f  C al i o nia and th e 
U S ,  w ith  p ar ticul ar  em p h asis o n p o tr aying  th e o e o f  th ese g o up s in co ntem p o ar y so ciety. 

Additio nal  eco m m endatio ns incl ude th e o o w ing : 

•	  Make available and share age-appropriate literature that reflects the diversity of humankind and 
th o ug h tf ul y deal s w ith  th e co m p ex ities and dynam ics o f  into er ance and discr im inatio n.  

• 	 each  students b y ex am p e and th o ug h  discussio n h o w  to  tr eat div er se o th er s. 

C al i o nia students w h o  ar e no t th em sel v es in th is p o p ul atio n m ay h av e p ar ents o r  g uar dians w h o  
ar e l esb ian,  g ay,  b isex ual ,  o r  tr ansg ender .  Al l  students and th eir  f am il ies need to  f eel  saf e,  r esp ected,  
and w el co m ed in sch o o  
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 Lesbian, gay, bisexual, and 
transgender (LGBT) students 
between the ages of 13 and 
18 also report feeling unsafe 
and experiencing harassment 
or assault at school. Like their 
younger counterparts, they 
miss days of school to avoid a 
hostile climate. 



 
      

  
    

    

   
 

 
      

    

 
   

   
  

   
    

   
   

     
     

   
      

   
    

    

     
     

         

    
    

     
         

     
    

   

Advanced Learners 
Adv anced l ear ner s, f o r p ur p o ses o f th is f r am ew o r k , ar e students w h o dem o nstr ate o r ar e cap ab l e 

of demonstrating performance in ELA/literacy at a level significantly above the performance of their 
age group. They may include (1) students formally identified by a school district as gifted and talented 
p ur suant to C al if o r nia EC Section 52200 and (2) other students who have not been formally identified 
as g if ted and tal ented b ut w h o dem o nstr ate th e cap acity f o r adv anced p er f o r m ance. I n C al if o r nia, 
each sch o o l distr ict sets its o w n cr iter ia f o r identif ying g if ted and tal ented students. 

The informal identification of students’ learning needs 
(

| 9

2 ab o v e) is im p o r tant b ecause so m e students, p ar ticul ar l y
C al if o r nia’ s cul tur al l y and l ing uistical l y div er se l ear ner s, m ay 
 t ex h ib it adv anced l ear ning ch ar acter istics in cul tur al l y 
 l ing uistical l y co ng r uent o r f am il iar w ays. F o r ex am p l e, 
 k inder g ar tener w h o enter s U . S . sch o o l s as a new co m er 
o English and is fluently translating for others by the end 
f the year may not be formally identified as advanced but 
ay in f act b e b est ser v ed b y p r o g r am s o f f er ed to g if ted

nd tal ented students. L ik ew ise, students w ith disab il ities 
may not be identified as gifted and talented as readily as 
th er s, yet so m e students w ith disab il ities m ay b e al so g if ted 
nd tal ented. T h ey ar e twice exceptional and instr uctio n 
 o ul d addr ess b o th sets o f needs ( I nter natio nal D ysl ex ia 
sso ciatio n 2 0 1 3 ; N icp o n, Al l m o n, S ieck , and S tinso n 

2 0 1 1 ) . Al th o ug h adv anced academ ical l y, g if ted and tal ented 
students ar e no t al w ays adv anced em o tio nal l y, so cial l y, and o r g aniz atio nal l y, and instr uctio n sh o ul d b e 
sensitiv e to and sup p o r t students’ g r o w th in th ese ar eas. T each er s ar e p r ep ar ed th r o ug h p r eser v ice 
and inser v ice p r o f essio nal l ear ning p r o g r am s to r eco g niz e th e range of learners w h o ar e g if ted and 
tal ented. As no ted p r ev io usl y, th e p o p ul atio ns discussed in th is ch ap ter ar e no t m utual l y ex cl usiv e and 
each is h eter o g eneo us. A statem ent f r o m th e N atio nal Asso ciatio n f o r G if ted C h il dr en ( N AG C ) ab o ut 
the CCSS is provided in figure 9.5. 

Figure 9.5. Excerpt from the NAGC’s Statement on the CCSS and Gifted Education 

Application of the Common Core State Standards for G ifted and T alented Students 
G if ted and tal ented students l ear n m o r e quick l y and dif f er entl y f r o m th eir cl assm ates. 

T h ey co m e f r o m ev er y eth nic b ack g r o und and so cio eco no m ic g r o up and v ar y f r o m th eir 
ag e p eer s and f r o m o th er g if ted students in th e w ays and r ate at w h ich th ey l ear n, and 
the domains in which they are gifted. These differences require modifications to curriculum 
and instr uctio n, as w el l as to assessm ents, to ensur e th at th ese students ar e ap p r o p r iatel y 
ch al l eng ed. T o o m any adv anced students l ang uish in to day’ s cl assr o o m s w ith l ittl e r ig o r and 
m uch r ep etitio n. W ith car ef ul p l anning , th e new standar ds o f f er th e p r o sp ect o f im p r o v ing 
the classroom experience for high-ability students in significant ways; not only in how the 
new m ater ial s ar e dev el o p ed and p r esented, b ut al so th e w ays in w h ich student k no w l edg e is 
m easur ed, l eading to ap p r o p r iate instr uctio nal decisio n- m ak ing . 

I n co nsider ing adv anced students, g r ade- l ev el standar ds w il l b e inadequate in ch al l eng ing 
th em each day w ith new inf o r m atio n. G if ted l ear ner s ar e w el l ab l e to m eet, and ex ceed, 
th e co r e standar ds o n a f aster tim etab l e th an th eir ag e p eer s. T h er ef o r e, it is cr itical th at 
cur r icul um is m atch ed to student ab il ity th r o ug h a r ang e o f co ntent accel er atio n str ateg ies 
and th at teach er s ar e ab l e to im p l em ent an ar r ay o f dif f er entiatio n str ateg ies to sup p l em ent 
and extend the curriculum. These include a variety of flexible grouping strategies, creative 

# 
They [advanced learners] may 
include (1) students formally  no
identified by a school district as  o r
gifted and talented pursuant  a

to California EC Section   t
o52200 and (2) other students  m 

who have not been formally  a
identified as gifted and 
talented but who demonstrate  o 
the capacity for advanced  a

shperformance. 
A
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and cr itical - th ink ing o p p o r tunities, and o th er ap p r o ach es desig ned to add dep th and 
complexity to the curriculum. Significantly, the professional development investment in 
these differentiation skills benefits the entire student spectrum. It is particularly important 
in sch o o l s w ith o ut g if ted and tal ented p r o g r am s, o f ten in l o w - inco m e co m m unities, w h er e 
students ar e dep endent o n th e r eg ul ar cl assr o o m teach er to m eet th eir needs. 

Assessm ent is a cr itical co m p o nent o f teach ing and l ear ning and, th er ef o r e, teach er s 
and o th er k ey p er so nnel sh o ul d b e f am il iar w ith a r ang e o f student assessm ent to o l s to 
ensur e th at students ar e ab l e to tr ansf er and ap p l y l ear ned co ntent. Assessm ents sh o ul d al so 
m easur e student k no w l edg e o f ab o v e g r ade- l ev el standar ds in o r der to m ak e instr uctio nal 
modifications necessary to ensure that advanced students are continuing to learn new 
m ater ial and co ncep ts ev er y day. 

T h e new  m ath  and l ang uag e ar ts standar ds p r o v ide an o p p o r tunity f o r  adv anced students 
to succeed, w ith th e sup p o r t o f r ig o r o us cur r icul um , teach ing str ateg ies to adj ust th e 
dep th and co m p l ex ity, and assessm ents th at m easur e th e tr ue l ev el o f student k no w l edg e. 
S tandar ds and acco m p anying instr uctio nal m ater ial s th at co nsider th eir needs w il l h el p g if ted 
students and th eir cl assm ates succeed. 

Source 
N atio nal Asso ciatio n f o r G if ted C h il dr en ( N AG C ) . nd. Application of Common Core State Standards for Gifted and 

Talented Students. W ash ing to n, D C : Auth o r . 

A synthesis of research (Rogers 2007) on the education of students identified as gifted and 
tal ented sug g ests th at th ey sh o ul d b e p o v ided th e o o w ing : 

• 	 Daily challenge in their specific areas of talent 

• 	 R eg ul ar  o p p o tunities to  b e unique and to  w o k  indep endentl y in th eir  ar eas o f  p assio n and 
tal ent 

• 	 V ar io us o m s o f  sub ect b ased and g ade- b ased accel er atio n as th eir  educatio nal  needs equir e 

• 	 O tunities to  so cial iz e and ear n w ith  eer s w ith  sim il ar  ab i ities 

• 	 nstr uctio n th at is dif er entiated in ace,  am unt  ev iew  and actice,  and aniz atio n f  
co ntent p r esentatio n 

nstr uctio n  adv anced ear ner s sh ul d cus n dep th  and co m ex ity  tunities to  eng ag e 
w ith  ap p o p iatel y ch al eng ing  tex t and co ntent,  co nduct esear ch ,  use tech no o g y cr eativ el y,  and 

ite eg ul ar y n to ics th at inter est th em  can e esp ecial y al uab e  adv anced ear ner s;  th ese 
ex er iences al w  students to  eng ag e m e deep y w ith  co ntent and m ay co ntr ib ute to  m tiv atio n.  
nstr uctio n th at o cuses o n dep th  and co m p ex ity ensur es co h esio n in ear ning  ath er  th an p iecem eal  

“ enr ich m ent. ” 
As discussed in ch ap ter  2  in th is ELA/ELD Framework,  assessm ents and task s v ar y in th eir  

co g nitiv e co m p ex ity,  o r  th e dep th  o f  k no w edg e”  o ten ef er ed to  as DOK)  cal ed up o n W eb b  
 ep th   no edg e ev el s incl ude,  m  east to  st co ex  th e ing  ecal  and 

ep ductio n ev el   sk i s and co ncep ts ev el   str ateg ic th ink ing easo ning  ev el   and 
ex tended th ink ing  ev el   e m e co m ex  task s,  th se at K  ev el s 3  and  ener al y equir e 
m e tim e and in e th e use  m e eso ur ces.  Adv anced ear ner s— and all students— sh o ul d 
h av e am p e o p p o tunities to  eng ag e in a m ix tur e o f  task s w ith  p ar ticul ar  attentio n to  th o se m o st 
co g nitiv el y eng ag ing  and ch al eng ing ;  th at is,  task s inv o v ing  str ateg ic th ink ing easo ning  and 
ex tended th ink ing .  
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Snapshot 9.1. Advanced Learners Collaborate to Interpret Literary Text 
in Grade Six

Mrs. Bee’s grade-six class has been reading The Giver by Lois Lowry. Students are writing 
essays and creating group presentations based on the Ceremony of Twelve. The advanced 
learners in Mrs. Bee’s class research other rite of passage ceremonies around the world and 
incorporate elements of their research into their presentation. Using the depth and complexity 
concept of rules (Sandra Kaplan Depth and Complexity icons), the students justify their choice 
of rite of passage elements from other cultures and explain their relevance to the themes in 
The Giver. The five advanced students in Mrs. Bee’s class meet as a literature circle as part 
of their independent work contract with Mrs. Bee. The group reviews the rules of respect 
(making sure everyone has the same understanding), participation (everyone actively shares), 
time (stay on task), and preparation (completing the reading and having questions and/
or comments ready) contained within their independent work contract. Each person in the 
group has a role to fulfill before coming into the literature circle based on the required chapter 
reading:

 • Facilitator: Facilitates the discussion, asks the questions and makes sure everyone 
participates, keeps everyone on task, reviews the group rules, notes any unanswered 
questions, is the only person from the group allowed to approach the teacher for 
clarification, and closes the discussion. This member also identifies any details of the 
character(s), setting, plot, conflict, or events to discuss.

 • Illustrator: Identifies the ‘big picture’ that the author is trying to create. The illustrator 
also identifies specific quotes and creates an image based on the quote for the group, 
identifies other familiar images based on character(s), setting, or conflict, and assists 
other group members with comprehension through quick sketches, photos, or clip art.

 • Connector: Looks for real-world connections in the story to other stories and/or 
characters, historical events, or personal experiences. Identifies what is realistic in the 
story or what possible historical people and/or events may have influenced the author.

 • Character Sleuth: Keeps track of one main character in the story. Identifies their 
strengths, weaknesses, thoughts, feelings, motives, etc. Identifies how the character 
changes over time and what events in the story force this change to happen.

 • Linguist: Identifies figurative language in context and defines the literal meaning for: 
theme, character(s), setting, and how this enhances the telling of the story. Identifies 
any unknown words and definitions. Identifies specific quotes and explains why the 
author used literary devices.

Today, the Facilitator begins the group’s discussion about the Ceremony of Twelve. The 
Illustrator and the Connector have joined forces to work cooperatively to ensure the rest of the 
group understands the rites of passage in other cultures, both past and present. The Character 
Sleuth proposes a theory regarding the main character and the Ceremony of Twelve. He/she 
prepares for the group meeting by placing sticky notes next to sections of the text that support 
his/her theory. The Linguist identifies specific figurative language that can be used in the 
group’s presentation. The group decides to do the following:

 • Categorize (basic thinking skill) using rules to organize things that share characteristics
 • Note Patterns (differentiate content – depth) identifying recurring elements or 

repeated factors
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Snapshot 9.1. Advanced Learners Collaborate to Interpret Literary Text 
in Grade Six (cont.)

• Use Media (research skills – resources) searching contemporary and historical archives
online

• Make a Photo Essay (product) printing and displaying a collection of pictures on a
poster with a drawing of the Ceremony of Twelve in the center

• Conduct a Panel Discussion (product) organizing an oral presentation to debate
dilemmas or controversies involved with these rites of passage (ethics)

They work together to prepare their presentation.

Resources
Adapted from
Kaplan, Sandra, Bette Gould, and Victoria Siegel. 1995. The Flip Book: A Quick and Easy Method for Developing 

Differentiated Learning Experiences. Calabasas, CA: Educator to Educator.
Lowry, Lois. 2002. The Giver. New York: Random House.

CA CCSS for ELA/Literacy: RL.6.1–4; SL.6.1
Related CA Model School Library Standard:
6-3.3 Use information and technology creatively to answer a question, solve a problem, or enrich understanding.

Students with Disabilities
In accordance with the Individuals with Disabilities Education Improvement Act (IDEA), 

reauthorized in 2004, California local education agencies provide special education and other related 
services as a part of a guaranteed free appropriate public education to students who meet the criteria 
under one of the following categories (presented alphabetically): autism, deafness, deaf-blindness, 
emotional disturbance, hearing impairment, intellectual disability, multiple disabilities, orthopedic 
impairment, other health impairment, specific learning disability, speech or language impairment, 
traumatic brain injury, visual impairment, including blindness. (See the National Dissemination Center 
for Children with Disabilities [http://nichcy.org/disability/categories] [preceding link not valid] for 
detailed descriptions.) 

Students with specific learning disabilities and speech and language impairment make up 
approximately two-thirds of students receiving special education services (CDE 2014a). While specific 
learning disabilities vary widely, difficulty reading is the most common type of specific learning 
disability. (However, it is important to note that students experiencing difficulty reading do not 
necessarily have a learning disability. There are many causes for low achievement in reading, 
including inadequate instruction. Under IDEA, a student who is performing below grade level may not 
be determined to have a specific learning disability, if the student’s performance is primarily a result of 
limited English proficiency or if it is due to a lack of appropriate instruction.) 

A student’s membership in a particular disability category only represents a label for a qualifying 
condition. The spectrum of severity of disability and the educational needs within each disability 
category are widely variable. Thus, services provided are based on individual need and not a label. All 
students with disabilities require knowledgeable teachers who work closely with education specialists 
and families to determine how best to provide equitable access to the curriculum. 

The authors of the CCSS provided specific recommendations for ensuring that students with 
disabilities have appropriate access to the standards. Their statement, Application to Students with 

Disabilities, is provided in figure 9.6. 
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Figure 9.6. CCSSO Statement About the Application of the CCSS to Students 
with Disabilities 

Application to Students w ith Disabilities 

T h e C o m m o n C o r e S tate S tandar ds ar ticul ate r ig o r o us g r ade- l ev el ex p ectatio ns in th e ar eas o f 
m ath em atics and Eng l ish l ang uag e ar ts. T h ese standar ds identif y th e k no w l edg e and sk il l s students 
need in o r der to b e successf ul in co l l eg e and car eer s. 

S tudents w ith disab il ities— students el ig ib l e under th e I ndiv idual s w ith D isab il ities Educatio n Act 
(IDEA)―must be challenged to excel within the general curriculum and be prepared for success 
in th eir p o st- sch o o l l iv es, incl uding co l l eg e and/ o r car eer s. T h ese co m m o n standar ds p r o v ide an 
h isto r ic o p p o r tunity to im p r o v e access to r ig o r o us academ ic co ntent standar ds f o r students w ith 
disab il ities. T h e co ntinued dev el o p m ent o f under standing ab o ut r esear ch - b ased instr uctio nal 
p r actices and a f o cus o n th eir ef f ectiv e im p l em entatio n w il l h el p im p r o v e access to m ath em atics 
and Eng l ish l ang uag e ar ts ( EL A) standar ds f o r al l students, incl uding th o se w ith disab il ities. 

S tudents w ith disab il ities ar e a h eter o g eneo us g r o up w ith o ne co m m o n ch ar acter istic: th e 
presence of disabling conditions that significantly hinder their abilities to benefit from general 
educatio n ( I D EA 3 4 C F R § 3 0 0 . 3 4 , 2 0 0 4 ) . . . how th ese h ig h standar ds ar e taug h t and assessed is 
o f th e utm o st im p o r tance in r each ing th is div er se g r o up o f students. 

I n o r der f o r students w ith disab il ities to m eet h ig h academ ic standar ds and to f ul l y dem o nstr ate 
th eir co ncep tual and p r o cedur al k no w l edg e and sk il l s in m ath em atics, r eading , w r iting , 
sp eak ing and l istening ( Eng l ish l ang uag e ar ts) , th eir instr uctio n m ust inco r p o r ate sup p o r ts and 
acco m m o datio ns, incl uding : 

• S up p o r ts and r el ated ser v ices desig ned to m eet th e unique needs o f th ese students and to 
enab l e th eir access to th e g ener al educatio n cur r icul um ( I D EA 3 4 C F R § 3 0 0 . 3 4 , 2 0 0 4 ) . 

• An I ndiv idual iz ed Educatio n P r o g r am ( I EP ) w h ich incl udes annual g o al s al ig ned w ith and 
ch o sen to f acil itate th eir attainm ent o f g r ade- l ev el academ ic standar ds. 

• Teachers and specialized instructional support personnel who are prepared and qualified to 
del iv er h ig h - qual ity, ev idence- b ased, indiv idual iz ed instr uctio n and sup p o r t ser v ices. 

P r o m o ting a cul tur e o f h ig h ex p ectatio ns f o r al l students is a f undam ental g o al o f th e C o m m o n 
C o r e S tate S tandar ds. I n o r der to p ar ticip ate w ith success in th e g ener al cur r icul um , students w ith 
disab il ities, as ap p r o p r iate, m ay b e p r o v ided additio nal sup p o r ts and ser v ices, such as: 

• Instructional supports for learning―based on the principles of Universal Design for Learning 
(UDL)―which foster student engagement by presenting information in multiple ways and 
al l o w ing f o r div er se av enues o f actio n and ex p r essio n. 

• Instructional accommodations (Thompson, Morse, Sharpe & Hall, 2005)―changes in materials 
or procedures―which do not change the standards but allow students to learn within the 
f r am ew o r k o f th e C o m m o n C o r e. 

• Assistiv e tech no l o g y dev ices and ser v ices to ensur e access to th e g ener al educatio n cur r icul um 
and th e C o m m o n C o r e S tate S tandar ds. 

Some students with the most significant cognitive disabilities will require substantial supports 
and acco m m o datio ns to h av e m eaning f ul access to cer tain standar ds in b o th instr uctio n 
and assessm ent, b ased o n th eir co m m unicatio n and academ ic needs. T h ese sup p o r ts and 
acco m m o datio ns sh o ul d ensur e th at students r eceiv e access to m ul tip l e m eans o f l ear ning and 
o p p o r tunities to dem o nstr ate k no w l edg e, b ut r etain th e r ig o r and h ig h ex p ectatio ns o f th e C o m m o n 
C o r e S tate S tandar ds. 

Source 
C o m m o n C o r e S tate S tandar ds I nitiativ e. 2 0 1 0 . Application to Students with Disabilities. 
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S tudents w h o  r eceiv e sp ecial  educatio n and r el ated 
ser v ices in th e p ub ic sch o o l  system  m ust h av e an 
ndiv idual iz ed Educatio n am  EP )  ttp w w w ncl d. 

o r g / ear ning disab i ity r eso ur ces/ v ideo s/ v ideo w h at is
an- iep .  T e IEP  is a f eder al l y m andated indiv idual iz ed 
document specifically designed to address an individual’s 
unique educatio nal  needs.  I t incl udes inf o r m atio n ab o ut
th e student s p esent ev el s o f  p er o m ance incl uding  
str eng th s) ,  annual  g o al s,  and th e ser v ices and sup p o ts 
th at ar e to  b e p o v ided in o der  to  m eet th e g o al s.  T h e 
m em b er s o f  th e EP  team — students,  teach er s,  p ar ents,  
sch o o l  adm inistr ato s,  and el ated ser v ices p er so nnel — 
w o k  co ab o ativ el y to  im p o v e educatio nal  esul ts o  
students w ith  disab il ities.  I ndiv idual  Educatio n P r o g r am s
o r  EL s w ith  disab i ities sh o ul d incl ude ing uistical y
ap p o p iate g o al s and o b ectiv es in additio n to  al l  th e 

sup ts and ser ices students equir e due to  th eir  disab i ity  e EP  ser es as th e undatio n r  

l
I P r o g r ( I ( h : / / .

l - l - - - -
) h

’ r l f r (
r

r r
I

r r
r l l r r r f r

f l l l
r r j

p o r v r l . T h I v f o f o
ensur ing a qual ity educatio n f o r each student w ith a disab il ity. 

D ep ending o n th e indiv idual iz ed needs, so m e students w ith disab il ities m ay r eceiv e sup p o r ts and/ 
o r ser v ices w ith a 5 0 4 P l an ( h ttp : / / sp ecial ch il dr en. ab o ut. co m / o d/ 5 0 4 s/ qt/ sam p l e5 0 4 . h tm ) r ath er th 
an I EP . A 504 Plan r ef er s to S ectio n 5 0 4 o f th e R eh ab il itatio n Act and th e Am er icans w ith D isab il i
Act ( h ttp : / / sp ecial ch il dr en. ab o ut. co m / o d/ disab il ityr ig h ts/ qt/ ada. h tm ), which specifies that no one wi
a disab il ity can b e ex cl uded f r o m p ar ticip ating in f eder al l y f unded p r o g r am s o r activ ities, incl uding 
el em entar y, seco ndar y o r p o stseco ndar y sch o o l ing . Disability in th is co ntex t r ef er s to a “ p h ysical o r 
m ental im p air m ent th at sub stantial l y l im its o ne o r m o r e m aj o r l if e activ ities. ” T h is can incl ude p h ysical 
im p air m ents; il l nesses o r inj ur ies; co m m unicab l e diseases; ch r o nic co nditio ns l ik e asth m a, al l er g ies 
and diabetes; and learning problems. A 504 Plan spells out the modifications and accommodations 
th at ar e needed f o r th ese students to h av e an o p p o r tunity to p er f o r m at th e sam e l ev el as th eir p eer s, 
such as an ex tr a set o f tex tb o o k s, a p eanut- f r ee l unch env ir o nm ent, o r a tap e r eco r der o r k eyb o ar d f o r 
tak ing no tes. 

Depending upon the learner and the identified needs, specially designed instruction is provided 
to students w ith disab il ities. The education specialist and general education teacher share 
responsibility f o r dev el o p ing and im p l em enting I EP s. 
T o g eth er , th ey ensur e th at students w ith disab il ities ar e 
p r o v ided w ith th e sup p o r ts needed to ach iev e th eir h ig h est 

The  IEP is a federally mandated 
individualized document 
specifically designed to 
address an individual’s unique 
educational needs. It includes 
information about the student’s 
present levels of performance 
(including strengths), annual 
goals, and the services and 
supports that are to be provided 
in order to meet the goals. 

p o tential , and th ey co m m unicate and co l l ab o r ate w ith f am il ie
in cul tur al l y and l ing uistical l y ap p r o p r iate w ays. 

M o st students w ith disab il ities ar e ser v ed ex cl usiv el y 
in th e g ener al educatio n cl assr o o m and r eceiv e instr uctio n 
p r im ar il y f r o m th e g ener al educatio n teach er . T yp ical l y, th e 
educatio n sp ecial ist co nsul ts w ith th e g ener al educatio n 
teach er , p r o v iding r eso ur ces, p r o f essio nal l ear ning , and o th e
necessar y sup p o r ts. B o th th e educatio n sp ecial ist and th e 
g ener al educatio n teach er , m o nito r th e student’ s p r o g r ess in 
m eeting academ ic ex p ectatio ns o f th e cl assr o o m as w el l as i
m eeting g o al s o f th e I EP . 

S o m e students w ith disab il ities r eceiv e co r e instr uctio n 
in th e g ener al educatio n cl ass and instr uctio n f r o m th e sp ecial ist, eith er in th e g ener al educatio n 
setting o r in a sp ecial educatio n setting . T h e g ener al educato r r eceiv es g uidance f r o m th e sp ecial ist 
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and the two (or more) collaborate to provide the student with 
optimal instruction. At times, general educators and education 
specialists engage in co-teaching; the general educator and 
the education specialist deliver instruction in the same general 
classroom setting to a blended group of students (that is, 
those with and without identified disabilities). There are 
several models of co-teaching (Bacharach, Heck, and Dahlberg 
2010, Friend and Bursuck 2009), some of which are presented 
in figure 11.6 in chapter 11 of this ELA/ELD Framework. 

Some students with disabilities require highly specialized 
or intensive intervention instruction from the educational 
specialist in an alternative setting outside of the general 
education classroom. These students participate in general 
education classes and interact with students without disabilities 
to the maximum extent appropriate given the nature of their 
disabilities.  

Accommodations and Modifications for Students with Disabilities
Most students who are eligible for special education services are able to achieve the standards 

when the following three conditions are met.

1. Standards are implemented within the foundational principles of Universal Design for Learning.
(See subsequent section in this chapter.)

2. Evidence-based instructional strategies are implemented, and instructional materials and
curricula reflect the interests, preferences, and readiness of each student to maximize learning
potential.

3. Appropriate accommodations are provided to help students access grade-level content.

Accommodations are changes that help a student
to overcome or work around a disability. Accommodations 
do not reduce the learning or performance expectations; 
rather they allow the student to complete an assignment or 
assessment with a change in presentation, response, setting, 
timing, or scheduling so that learners are provided equitable 
access during instruction and assessment. They also include 
learner-appropriate behavior management techniques.  
See figure 9.7. 

More guidance is available in The California 
Accommodations Guide: Selecting, Administering, and 
Evaluating Accommodations for Instruction and Assessment 
for Students with Disabilities (CDE 2012b) and the CCSSO’s 
Accommodations Manual: How to Select, Administer, 
and Evaluate Use of Accommodations for Instruction and 
Assessment of Students with Disabilities (http://
nceo.umn.edu/docs/CCSSOAccessibilityManual.docx) 
(Thompson, Morse, Sharpe, and Hall 2005).  

At times, general educators 
and education specialists 
engage in co-teaching; 
the general educator and 
the education specialist 
deliver instruction in the 
same general classroom 
setting to a blended group 
of students (that is, those 
with and without identified 
disabilities).

Accommodations do not 
reduce the learning or 
performance expectations; 
rather they allow the student 
to complete an assignment 
or assessment with a change 
in presentation, response, 
setting, timing, or scheduling 
so that learners are provided 
equitable access during 
instruction and assessment.
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Figure 9.7. Types of Accommodations for Students with Disabilities 

T ype of Accommodation Ex amples 

Chang es in timing  or • Ex tended tim e ( e. g . , to al l o w f o r l im ited dex ter ity) 
scheduling • F r equent b r eak s ( e. g . , to av o id p h ysical disco m f o r t) 

• D iv iding assig nm ent o v er sev er al sessio ns ( e. g . , to av o id eye str ain o r 
f r ustr atio n) 

Chang es in setting / 
env ironment 

• S p ecial iz ed f ur nitur e ( e. g . , adj ustab l e h eig h t desk to al l o w f o r 
w h eel ch air ) 

• P r ef er ential seating ( e. g . , cl o se to w h ite b o ar d to sup p o r t l o w v isio n o r 
to b e f r ee f r o m distr actio ns) 

• S tab il iz atio n o f instr uctio nal m ater ial s ( e. g . , b o o k h o l der to sup p o r t w eak 
fine motor skills) 

Chang es in how  the • V ar ied l esso n p r esentatio n using m ul ti- senso r y tech niques 
curriculum is presented • U se o f Am er ican S ig n L ang uag e 

• P r o v isio n o f audio and dig ital v er sio ns o f tex ts 
• P r o v isio n o f tactil e r eso ur ces, such as p h ysical m o del s and r aised m ap s 

Chang es in how  the • U ses l ar g e l ined p ap er o r co m p uter f o r w r itten w o r k 
student responds • R esp o nds in B r ail l e 

• U ses a r eco r ding dev ice to r eco r d/ p l ayb ack questio ns, p assag es, and 
r esp o nses 

Behav ioral strateg ies • U se o f b eh av io r al m anag em ent tech niques ap p r o p r iate f o r th e l ear ner 
• R einf o r cem ent o f sel f - m o nito r ing and sel f - r eco r ding o f b eh av io r s 

T h e sel ectio n  and ev al uatio n  acco m m datio ns  students ith  disab i ities o  ar e al so  
EL s inv o v e co ab o atio n am o ng  educatio nal  sp ecial ists,  th e cl assr o o m  teach er ,  teach er s p o v iding  
sp ecial iz ed instr uctio n in EL D ,  f am il ies,  and th e student.  

The following five major conditions are important to consider in selecting assessment 
acco m m o datio ns o r  EL s and students w ith  disab i ities Ab edi and Ew er s 2 0 1 3 :  

	 .  Effectiveness :  An acco m m o datio n m ust b e ef ectiv e in m ak ing  an assessm ent m o e accessib e 
to  th e r ecip ients.  

	 .  Validity:  An acco m m o datio n sh o ul d no t al ter  th e o cal  co nstr uct,  i. e. ,  th e o utco m es o 
  
acco m m o dated and no n- acco m m o dated assessm ents sh o ul d b e co m p ar ab e.
  

	  Differential Impact:  An acco m m o datio n sh o ul d b e sensitiv e to  student s b ack g o und 
characteristics, and their academic standing, i.e., one size may not fit all. 


  Relevance:  An acco m m o datio n sh o ul d b e ap p o p iate o r  th e ecip ients.  

	 .  Feasibility:  An acco m m o datio n m ust b e o g istical y easib e to  im p em ent in th e assessm ent 
setting .   

U nl ik e acco m m o datio ns,  modifications  ar e adj ustm ents to  an assig nm ent o r  assessm ent th at 
changes what is expected or measured. Modifications should be used with caution as they alter, 
ch ang e,  o w er ,  o r  educe ear ning  ex p ectatio ns and can incr ease th e g ap  b etw een th e ach iev em ent 
of students with disabilities and expectations for proficiency. Examples of modifications include the 

	 w ing :  
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• 	 R educing  th e ex p ectatio ns o f  an assig nm ent o r  assessm ent co m p eting  ew er  p o b em s,
  
am unt  m ater ial s,   ev el   em s to  co m ete)
  

• 	 M ak ing  assig nm ents o r  assessm ent item s easier  

• 	 P o v iding  cl ues to  co ect esp o nses 

Accommodations and modifications play important 
r o l es in h el p ing  students w ith  disab il ities access th e co r e
cur icul um  and dem o nstr ate w h at th ey k no w  and can 
do .  T h e student s EP  o r  5 0 4  P an team  deter m ines th e 
appropriate accommodations and modifications for both 
instr uctio n and state and distr ict assessm ents.  D ecisio ns 
about accommodations and modifications are made on an 
indiv idual  student b asis,  no t o n th e b asis o f  categ o y o  
disab il ity.  F o  ex am p e,  ath er  th an sel ecting  acco m m o datio ns 
and modifications from a generic checklist, IEP and 504 Plan 
team  m em b er s incl uding  am il ies and th e student)  car ef ul y 
co nsider  and ev al uate th e ef f ectiv eness o f  acco m m o datio ns 
f o r  each  student. 

( l f r l
o o f o r l o f p r o b l p l

r r r r

r
’ I l

r f
r l r

( f l

Accommodations and modifications support equitable 
instr uctio n and assessm ent f o r students w ith disab il ities. 
Accommodations and modifications should be the same 
acr o ss cl assr o o m instr uctio n, cl assr o o m tests, and state and 

district assessments. However, some accommodations and modifications may be appropriate only for 
instr uctio nal use and m ay no t b e ap p r o p r iate f o r use o n a standar diz ed assessm ent. I t is cr ucial th at 
educato r s b e f am il iar  w ith  state p o l icies r eg ar ding  acco m m o datio ns used dur ing  assessm ent. 

Students with Autism Spectrum Disorders 
S tudents w ith  Autism  S p ectr um  D iso r der s ( AS D )  r ep r esent 

th e f astest g r o w ing  p o p ul atio n o f  students w ith  disab il ities.  

Accommodations and 
modifications play important 
roles in helping students with 
disabilities access the core 
curriculum and demonstrate 
what they know and can 
do. The student’s IEP or 504 
Plan team determines the 
appropriate accommodations 
and modifications for both 
instruction and state and 
district assessments. 

S tudents w ith  AS D  ex p er ience m any ch al l eng es,  esp ecial l y 
in th e ar ea o f  so cial  aw ar eness— under standing  h o w  th eir  
b eh a io r  and actio ns af f ect o th er s and inter p r eting  th e 
no nv er b al  cues ( b o dy l ang uag e)  o f  o th er s ( C o nstab l e,  G r o ssi,  
Moniz, and Ryan 2013). Having difficulty in recognizing and 
under standing  th e th o ug h ts,  f eel ing s,  b el ief s,  and intentio ns 
o  o th er s can b e p r o b l em atic in ter m s o f  ach iev ing  th e C A C C S S  f o r  EL A/ L iter acy th at r equir e 
co m m unicatio n and co ab o atio n as w el l  as th o se th at equir e inter p eting  th e eel ing s,  th o ug h ts,

v

f
l l r r r f  and 

intentio ns o f ch ar acter s o r r eal p er so ns. T each er s o f students w ith AS D need to under stand h o w th ese 
difficulties manifest themselves in the classroom and how to provide instruction to help these students 
co m p r eh end and w r ite nar r ativ es as w el l as successf ul l y p ar ticip ate in co l l ab o r ativ e g r o up s. Al th o ug h 
so m e students w ith AS D ar e ab l e to answ er questio ns such as who, what, and where, th ey o f ten 
str ug g l e to answ er questio ns ask ing how and why. T h ese issues b eco m e m o r e ch al l eng ing as th e 
dem ands to integ r ate inf o r m atio n f o r v ar io us p ur p o ses incr eases at th e seco ndar y l ev el . T each er s can 
find supports to enhance comprehension and ameliorate potentially anxious and stressful experiences 
by incorporating cognitive behavioral strategies identified by the National Professional Development 
C enter o n Autism S p ectr um D iso r der s ( h ttp : / / autism p dc. f p g . unc. edu/ ev idence- b ased- p r actices) . 
Am o ng im p o r tant co nsider atio ns ar e th e f o l l o w ing : 

Students with Autism 
Spectrum Disorders (ASD) 
represent the fastest growing 
population of students with 
disabilities. 
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•  P h ysical l y p o sitio ning  o nesel f  f o r  f ace- to f ace inter actio ns and estab l ish ing  attentio n 

•  Providing verbal models for specific tasks 

•  R esp o nding  to  students’  v er b al  and no nv er b al  initiatio ns 

•  P o v iding  m eaning ul  v er b al  eedb ack 

•  Ex p anding  students’  utter ances 

•  Ensur ing  students h av e th e p er equisite sk i s o r  a task 

•  B eak ing  do w n task s into  m anag eab e co m p o nents 

•  Knowing and using what students find motivating 

•  Ensur ing  th e use o f  ap p r o p r iatel y ch al eng ing  and inter esting  task s 

Students with Significant Cognitive Disabilities 
Students with significant cognitive disabilities receive access to grade-level curricula through 

instr uctio n in th e east estr ictiv e env ir o nm ent th at addr esses th eir  EP  academ ic g o al s al ig ned to  th e 
C A C C S S  f o r  EL A/ L iter acy and o th er  standar ds.  I n additio n,  students r eceiv e instr uctio n in f unctio nal  

-

r f f

r l l f

r l

l

l r I

and life skills in accordance with their IEPs. It is critical that students with significant cognitive 
disab il ities r eceiv e o p p o r tunities to l ear n and to dem o nstr ate l ear ning using th e co m m unicatio n 
to o l s, assistiv e tech no l o g ies, aug m entativ e and al ter nativ e co m m unicatio n dev ices, o r o th er access 
to o l s deem ed necessar y and ar e r o utinel y used b y th e students dur ing instr uctio n. ( F o r additio nal 
inf o r m atio n, see th e C D E S p ecial Educatio n inf o r m atio n and r eso ur ces w eb p ag e at h ttp : / / w w w . cde. 

.se//g o v / spca. )
 
S tudents w h o co m p r ise th e categ o r y o f students w ith 

significant cognitive disabilities include a broad range 
o f l ear ner s w ith div er se disab il ities and co m m unicatio n 
needs; th er ef o r e, th er e is no sing l e m o del o r sing l e set 
of instructional strategies for students with significant 
co g nitiv e disab il ities. H o w ev er , th e el em ents o f 
U niv er sal D esig n f o r L ear ning ( U D L ) o f f er g uidel ines and 
co nsider atio ns f o r instr uctio n th at r einf o r ce th e use o f 
m ul tip l e m eans o f r ep r esentatio n and dem o nstr atio n. 
( S ee sub sequent sectio n o f th is ch ap ter f o r inf o r m atio n 
o n U D L . ) F ur th er , th e sp eak ing and l istening standar ds in 
th e C A C C S S f o r EL A/ L iter acy o f f er m ul tip l e o p p o r tunities 
for students with significant cognitive disabilities to gain 
and dem o nstr ate th eir co ntent k no w l edg e. 

A sub-population of students with significant cognitive disabilities also has multiple disabilities. 
Addr essing b o th p h ysical and co g nitiv e disab il ities is ch al l eng ing b ut do es no t al ter th e l eg al and 
eth ical r esp o nsib il ities I D EA g uar antees f o r al l students w ith disab il ities. Additio nal r eso ur ces to 
address the instructional and assessment needs of students with significant disabilities may be found 
at th e N atio nal C enter and S tate C o l l ab o r ativ e W ik i W eb site at h ttp s: / / w ik i. ncscp ar tner s. o r g / index . 
p h p / M ain_ P ag e o r o n th e W eb site o f th e C D E S p ecial Educatio n D iv isio n C o m m o n C o r e R eso ur ces at 
h ttp : / / w w w . cde. ca. g o v / sp / se/ cc/ . 

Students who comprise the 
category of students with 
significant cognitive disabilities 
include a broad range of learners 
with diverse disabilities and 
communication needs; therefore, 
there is no single model or single 
set of instructional strategies for 
students with significant cognitive 
disabilities. 
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Snapshot 9.2. Differentiated Instruction in a Co-Taught 
Language Arts Class  in Grade Nine

Ms. Williams, a general education language arts teacher, and Ms. Malouf, a special 
education teacher, co-teach a ninth-grade English class of 36 students, nine of whom are 
students receiving specially designed instruction to support Individualized Education Program 
(IEP) goals for reading comprehension and written expression. The class is studying the 
literature of Edgar Allan Poe and supplementary informational documents.

After being introduced to Poe’s life and reading selected poems and short stories, students 
are grouped strategically and assigned one of three grade-level informational texts addressing 
different theories of Poe’s cause of death. These texts will be the basis of their summative 
assessment, an argumentative essay, at the conclusion of the unit. 

As routinely practiced, the co-teachers carefully plan the groupings to ensure that 
membership changes frequently to ensure that all students have the opportunity to move 
across learning groups that best correspond to the instructional purpose and students’ 
instructional skills, interests, and needs. In addition, Ms. Williams and Ms. Malouf switch 
their instructional roles to share responsibility for teaching all students. They ensure that 
accommodations are provided as identified by the IEPs for students with disabilities. In their 
classroom, two students are provided digitized text and specialized software to access the 
text with auditory supports and visual enhancements while a third student uses a portable 
word processor with grammar and spell check software to take notes and complete written 
assignments. 

For today’s lesson, the students are grouped according to the level of scaffolding and 
differentiated instruction needed to comprehend the text; the learning objective for all students 
is to evaluate the three theories. One set of students is given a text and provided instructions 
on using engagement structures while working on their assignment. These students work 
collaboratively in small groups of three to four to identify and annotate claims and supporting 
textual evidence and explain how the evidence supports the author’s claim. The students are 
provided with elaboration stems as well as sentence starters to help support their meaningful 
engagement in listening and speaking.  

Two additional sets of students need direct teacher support to navigate, comprehend, and 
respond to the text. Each group is provided one of the two remaining texts and works together 
with direct support from either Ms. Williams or Ms. Malouf to complete the same assignment as 
the first set of students, focusing specifically on claims and supporting evidence. They are also 
provided with elaboration stems and sentence starters. The teachers differentiate instruction 
by reading and thinking aloud while providing additional visual supports by displaying, 
highlighting, and chunking the text using document cameras. All three groups are held to the 
same rigorous expectations and standards. Ms. Williams and Ms. Malouf take turns monitoring 
the small groups periodically throughout the instructional period.

After all students have completed the task, each group of students presents its claims and 
evidence. As each group presents, the students add necessary facts and details as information 
is being shared, read, or discussed on a graphic organizer designed by the teachers to help 
students interpret the incoming information. The students will continue to complete their 
organizers after they receive the other two texts to annotate.

Access and Equity Chapter 9 | 909



Snapshot 9.2. Differentiated Instruction in a Co-Taught 
Language Arts Class  in Grade Nine (cont.)

At the end of class, students complete an Exit Slip responding to a writing prompt about 
the author’s claims and support for those claims. In this way, Ms. Williams and Ms. Malouf are 
able to formatively assess how accurately students can independently express the authors’ 
claims and support for those claims. The Exit Slip provides an informal measure of the 
students’ understanding, allowing the teachers to adapt and differentiate their planning and 
instruction for the following lesson. At the end of the unit, students will write an argumentative 
essay using their completed graphic organizers as well as copies of all three texts.

Some of the students in this class are also enrolled in an English 9 supplemental support 
class taught by Ms. Malouf after school. This companion class is designed to provide additional 
time and support to help students learn the content of the core English course and build 
specific literacy skills. The lower teacher-to-student ratio in the support class allows for 
targeted direct instruction based on student needs so that students accelerate their progress in 
achieving grade-level standards. In addition, Ms. Malouf previews and reinforces lessons and 
skills from the English 9 course and provides additional scaffolds as needed, gradually removing 
them as students gain skills.

CA CCSS for ELA/Literacy: RL.9.10; RI.9.1–3, 5, 10; W.9.1, 4; W.9.9b; SL.9.1, 4

Planning for and Supporting the Range of 
Learners

This section of the chapter addresses processes and structures at the classroom, school, and 
district levels for planning instruction and systems to support all of California’s learners in transitional 
kindergarten through grade twelve. It begins with a discussion of Universal Design for Learning and 
then presents information about Multi-Tiered System of Supports and the implementation of culturally 
and linguistically responsive pedagogy. 

Universal Design for Learning 
Universal Design for Learning (UDL) is a research-based framework for guiding educational 

practice. (See http://www.cast.org and http://www.udlcenter.org.) Based on the premise that one-
size-fits-all curricula create unintentional barriers to learning for many students, including the mythical 
average student, UDL focuses on planning instruction to meet the varied needs of students. UDL 
is not a special education initiative. Rather, UDL acknowledges the needs of all learners at the point 
of planning and first teaching, thereby reducing the amount of follow-up and alternative instruction 
necessary. 

UDL involves the use of effective teaching practices and the intentional differentiation of instruction 
from the outset to meet the needs of the full continuum of learners. Teachers who employ UDL attend 
to how information is represented as well as choices for student engagement, action, and expression. 
In other words, as they plan, general education teachers consider different ways of stimulating 
students’ interest and motivation for learning, different ways to present information and content, and 
different ways that students can express what they know—all based on students’ needs and assets 
and strengths (CAST 2013). Principles and guidelines for the implementation of UDL are summarized 
in figure 9.8, which is followed by a more detailed text discussion.
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Figure 9.8. UDL Principles and Guidelines 

Principle G uidelines 
Provide multiple means of . . . Provide options for . . . 

S el f - R eg ul atio n 
I . Eng ag em ent Ef f o r t and P er sistence 

R ecr uiting I nter est 

C o m p r eh ensio n 
I I . R ep r esentatio n L ang uag e, M ath em atical Ex p r essio ns, and S ym b o l s 

P er cep tio n 

Ex ecutiv e F unctio ns 
I I I . Actio n and Ex p r essio n Ex p r essio n and C o m m unicatio n 

P h ysical Actio n 

Source 
C AS T . 2 0 1 3 . Universal Design for Learning Guidelines Version 2.0. Wakefield, MA: Author. 

Principle I  Prov ide multiple means of eng ag ement to tap indiv idual learners’  
interests, challeng e them appropriately, and motiv ate them to learn. 

G uidel ine 1 :  P o v ide o p tio ns o r  sel eg ul atio n. 

• m te ex ectatio ns and el ief s th at tim iz e m tiv atio n e.  el p  students set er so nal  
g o al s) . 

• aci itate p er so nal  co p ing  sk i s and str ateg ies e. g ,  sh ar e ch eck ists o r  m anag ing  b eh av io . 

• Develop self-assessment and reflection (e.g., support students in identifying progress toward
g o al s) 
 

G uidel ine 2 :  P o v ide o p tio ns o r  sustaining  ef o t and p er sistence.
  

• H eig h ten sal ience o f  g o al s and o b ectiv es e. g ,  p er io dical y discuss a tar g eted g o al  and its
v al ue) . 

• ar y dem ands and eso ur ces to  tim iz e ch al eng e e.  er  str uctur es  up  k  and 
discuss ex p ectatio ns) . 

•  F o ster  co ab o atio n and co m m unicatio n e. g ,  o er  str uctur es o r  g o up  w o k  and discuss
ex p ectatio ns) . 

• Increase mastery-oriented feedback (e.g., provide timely and specific feedback).

G uidel ine 3 :  P o v ide o p tio ns o r  ecr uiting  inter est. 

• tim iz e indiv idual  ch ice and auto no m y e.  ide ear ner s ch ice in th e der  th ey 
acco m p ish  task s) . 

• tim iz e el ev ance,  al ue,  and auth enticity e.  ide m e and co m m unity audiences r  
students’  w o k . 

• M inim iz e th r eats and distr actio ns ( e. g . ,  ensur e r esp ectf ul  inter actio ns and p r o v ide quiet sp aces) . 
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Principle I I  Prov ide multiple means of representation to g iv e students v arious 
	 ays of acq uiring , processing , and integ rating  information and k now ledg e. 

G uidel ine 4 :  P o v ide o p tio ns o r  co m p eh ensio n.  
• Activ ate  sup y ack und no edg e e.  use adv anced aniz er s and m ak e ex icit 

cr o ss- cur r icul ar  co nnectio ns) . 

• ig ig t atter ns,  cr itical  eatur es,  ig  ideas,  and el atio nsh ip s e.  use utl ines to  em asiz e 
im p o r tant ideas o r  dr aw  students’  attentio n to  cr itical  f eatur es) . 

• uide inf m atio n cessing  isual iz atio n,  and m anip ul atio n e.  ide ex icit m ts r  
each  step  in a sequential  p r o cess) . 

• ax im iz e tr ansf er  and ener al iz atio n e.  em ed new  ideas in am il iar  co ntex ts) 
 

G uidel ine 5 :  P o v ide o p tio ns o r  ang uag e,  m ath em atical  ex p essio ns,  and sym b o s.
  
• ar i y cab ul ar y and sym s e.  ide a ssar y  ap ic equiv al ents  teach  d 

co m p o nents) .  

• C ar i y syntax  and str uctur e e. g ,  h ig h ig h t tr ansitio n w o ds) . 

• S up p o t deco ding  o f  tex t o r  m ath em atical  no tatio n e. g ,  use dig ital  tex t w ith  acco m p anying  
h um an v o ice eco ding . 

• P o m o te under standing  acr o ss ang uag es e. g ,  use th e ang uag e o f  th e students) . 

• ustr ate k ey co ncep ts th o ug h  m ul tip e m edia e. g ,  p o v ide il ustr atio ns,  sim ul atio ns,  o r  
inter activ e g ap h ics o r  m ak e ex p icit th e co nnectio ns b etw een tex t and il ustr atio ns,  diag am s,  

:
w

r f r
o r p l b g r o k w l ( g . , o r g p l

H h l h p f b r ( g . , o p h

G o r p r o , v ( g . , p r o v p l p r o p f o

M g ( g . , b f .

r f l r l
C l f v o b o l ( g . , p r o v g l o o r g r h o r w o r

l f ( . l r

r ( .

o r  o th er  ep esentatio ns o f  inf o m atio n) 
 

G uidel ine 6 :  P o v ide o p tio ns o r  p er cep tio n.
 
• usto m iz e th e disp ay  inf m atio n e.  ch ang e th e siz e  tex t  im ag es  ch ang ing  th e

um e  sp eech . 

• P o v ide al ter nativ es o r  audito y inf o m atio n e. g ,  p o v ide w itten tr anscr ip ts o r  use Am er ican
S ig n L ang uag e) . 

• P o v ide al ter nativ es o r  v isual  inf o m atio n e. g ,  p o v ide descr ip tio ns o f  im ag es,  tacti e g ap h ics,  
o 	  p h ysical  o b ects) . 

Principle I I I  Prov ide multiple means of action and ex pression to prov ide students 
w ith options for nav ig ating  and demonstrating  learning . 

G uidel ine :  ide tio ns r  ex ecutiv e unctio ns. 
• Guide appropriate goal-setting (e.g., support learners in estimating the difficulty of a goal).

• S up p o t p anning  and str ateg y dev el o p m ent e. g ,  sup p o t ear ner s in identi ying  p io ities and a
sequence o f  step s) . 

• aci itate m anag ing  inf o m atio n and eso ur ces e. g ,  p o v ide g uides o r  no te- tak ing . 

• Enh ance cap acity o r  m o nito ing  p o g ess e. g ,  p o m p t ear ner s to  identi y th e typ e o f  eedb ack  
th ey seek . 

G uidel ine 8 :  P o v ide m ul tip e to o s o r  co nstr uctio n and co m p o sitio n. 
• U se m ul tip e m edia o r  co m m unicatio n e. g ,  p o v ide o p tio ns o r  co m p o sing ,  such  as in tex t and

film). 
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• ide ap iate to s  co m sitio n and em  so ing  e.  ide co ncep t m ap ing  
to o s) . 

• Build fluencies with graduated levels of support for practice and performance (e.g., provide
m 	 e o r  ess scaf o ding  dep ending  up o n th e ear ner . 

G uidel ine 9 :  P o v ide o p tio ns o r  p h ysical  actio n.  
• V ar y th e m eth o ds o r  esp o nse and nav ig atio n e. g ,  p o v ide ear ner s w ith  al ter nativ es to  

esp o nding  o n p ap er 
 

• nteg ate assistiv e tech no o g ies e. g ,  h av e to uch  scr eens and al ter nativ e k eyb o ar ds accessib e) . 
When initial instruction is planned in a way that flexibly addresses learner variability, more students 

are likely to succeed. Fewer students will find initial instruction inaccessible, and therefore fewer 

P r o v p r o p r o l f o r p o p r o b l l v ( g . , p r o v p
l

o r l f l l )
r f

f r ( . r l
r ) .
I r l ( . l

r equir e additio nal , al ter nativ e “ catch up ” instr uctio n. 

Multi­Tiered System of Supports 
A co o r dinated system o f sup p o r ts and ser v ices is cr ucial 

f o r ensur ing ap p r o p r iate and tim el y attentio n to students’ 
needs. T h e M ul ti- T ier ed S ystem o f S up p o r ts ( M T S S ) m o del 
ex p ands C al if o r nia’ s R esp o nse to I nter v entio n and I nstr uctio n 
( R tI 2 ) p r o cess b y al ig ning al l system s o f h ig h - qual ity 
first instruction, support, and intervention and including 
str uctur es f o r b uil ding , ch ang ing , and sustaining system s. 
T h	 e f o undatio nal str uctur es o f M T S S incl ude h ig h - qual ity co r e 
instr uctio n using U D L p r incip l es and ap p r o p r iate sup p o r ts, 
str ateg ies, and acco m m o datio ns. I n additio n, assessm ent 

p r o cesses and p r o g r ess m o nito r ing ar e em p l o yed to al l o w 
f o r a data- b ased, p r o b l em - so l v ing ap p r o ach to instr uctio nal
 
decisio n- m ak ing .
 

L ik e R tI 2 , M T S S inco r p o r ates th e th r ee tier ed str uctur e o f incr easing l ev el s o f sup p o r ts b eg inning 
with the establishment of strong core instruction in Tier 1. These tiers reflect the intensity of 
instruction, not specific programs, students, or staff (i.e., Title 1 or special education). The tiers are 
discussed here and displayed in figure 9.9. 
• T ier 1: T ier 1 co r e o r univ er sal instr uctio n, al so k no w n as first teaching, is dif f er entiated

instr uctio n del iv er ed to all students in general education. D if f er entiated instr uctio n entail s
th e use o f a v ar iety o f ev idence- b ased instr uctio nal ap p r o ach es and th e use o f ap p r o p r iate
m ater ial s and cur r icul um in r esp o nse to th e inter ests, p r ef er ences, and r eadiness o f div er se
l ear ner s. I t is no t a p r o g r am b ut a w ay f o r teach er s to th ink ef f ectiv el y ab o ut w h o m th ey teach , 
w h er e th ey teach , and h o w th ey teach to m ax im iz e al l students’ academ ic p o tential ( G l ass 
2 0 1 2 ) . T each er s desig n instr uctio n f o r th is tier in acco r dance w ith th e p r incip l es o f U D L ( see 
p r ev io us sectio n in th is ch ap ter ) . T h e g o al is f o r al l students to r eceiv e h ig h - qual ity, standar ds-
al ig ned instr uctio n, using cul tur al l y and l ing uistical l y r esp o nsiv e teach ing ( see nex t sectio n in 
th is ch ap ter ) , th at m eets th e f ul l r ang e o f student needs. EL D instr uctio n ( b o th integ r ated and 
designated ELD) is part of this core first teaching for ELs. Expectations for behavior are made 
explicit. Valid universal screenings that identify students’ progress toward identified goals are 
reliably administered to ensure that all students benefit from core instruction. Tier 1 instruction 
sh o ul d r esul t in no l ess th an 8 0 % o f students ach iev ing g r ade- l ev el ex p ectatio ns. I f l ess th an 
8 0 %  succeed in T ier  1  instr uctio n,  sch o o s sh o ul d eng ag e in cl o se ex am inatio n o f  th e cur icul um  
and teach ing  p r actices and m ak e ap p r o p r iate adj ustm ents.  
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local needs and structures. In both elementary and secondary settings, targeted students 
are provided more time and more focused instruction directed to specific learning needs, and 
students’ progress toward identified goals is monitored frequently. The expectation is that 
supplemental support is temporary and that students will make significant growth that enables 
them to succeed in Tier 1. 

 Tier 3: Tier 3 consists of intensive intervention. It is necessary for very few students,
approximately five percent. Students who receive these services are those who have
experienced difficulty with the grade-level standards in the general education curriculum

•

• Tier 2: Tier 2 is strategic, targeted instruction and support
provided to some students—those who are not progressing 
or responding to Tier 1 efforts as expected. Generally, no more 
than 15% of students receive support at this level because Tier 
1, first teaching, meets the needs of individual learners. Tier 
2 instructional supports are provided to students in addition 
to what they receive in Tier 1. The supplemental instruction 
provided in Tier 2 may be an extension of the core curriculum 
in Tier 1 or may include instruction and materials specifically 
designed for temporary intervention. Tier 2 instruction may 
take a variety of forms. For example, at the elementary level, 
Tier 2 support might entail 30 minutes of daily targeted 
instruction to small groups for six to eight weeks. At the 
secondary level, Tier 2 support might include temporary 
support (before, during, or after school) in which students 
preview or revisit concepts taught in the core curriculum. 
Schools or districts determine the model in accordance with 

Tier 2 instructional supports 
are provided to students 
in addition to what they 
receive in Tier 1. The 
supplemental instruction 
provided in Tier 2 may be 
an extension of the core 
curriculum utilized in Tier 1 
or may include instruction 
and materials specifically 
designed for temporary 
intervention.

and have not benefitted sufficiently from Tier 2
supplemental instruction. More intensive, Tier
3, intervention occurs in a learning center or is
provided at a different pace than Tier 2 instruction.
The instruction for elementary students in Tier 3
may be for 40–60 minutes daily for a period of six
to eight weeks, although some students may need
intensive intervention for longer periods of time. Tier
3 intervention for secondary students may consist
of a double block of daily instruction for a semester
or longer. Instruction focuses on skill and concept
development. However, access and alignment to
grade-level CA CCSS for ELA/Literacy and CA ELD
Standards (for ELs) is critical for these students and
careful planning is required to integrate interventions
and standards and to provide access to the full
range of curricula and extracurricular programs. In
both elementary and secondary settings, the instructional goal is to provide research-based
intervention more often and for longer periods of time with reduced student/teacher ratios.
The intention is to accelerate students’ progress so they can return to and succeed in the core
instructional program, that is, Tier 1.

In both elementary and 
secondary settings, the 
instructional goal [in Tier 3] 
is to provide research-based 
intervention more often and 
for longer periods of time with 
reduced student/teacher ratios. 
The intention is to accelerate 
students’ progress so they can 
return to and succeed in the core 
instructional program, that is, 
Tier 1.
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Figure 9.9. Multi-Tiered System of Supports (MTSS) 

Source 
Adapted from 
Florida’s Positive Behavior Support Project. 2011. “Department of Education Implementing a Multi-Tiered System of 

Support for Behavior: A Practical Guide.” Tampa, FL: University of South Florida.
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MTSS occurs in the context of well-designed curricula, effective instruction, and a comprehensive 
assessment system, as well as effective leadership, professional learning, and an empowering culture 
for all educators, students, and families. (See figure 9.10.) Schools and districts should establish a 
carefully-defined framework for MTSS, including a leadership team and organizational structures, 
routines for program evaluation and progress monitoring of students, initial and ongoing professional 
learning for all educators, and clear two-way communication between parents and educators.

Figure 9.10. The Larger Context of MTSS

Source
Kansas Multi-Tier Systems of Supports. 2010. “The Integration of MTSS 

and RtI.”

Instruction and assessment should be both linguistically and culturally congruent in order to be 
appropriate for ELs (Brown and Doolittle, 2008), and students’ cultural and linguistic backgrounds 
should be taken into account when determining appropriate approaches to instruction and 
intervention. For additional information, see the section in this chapter on linguistic and cultural 
congruence for ELs.

Culturally and Linguistically Responsive Teaching
In order to create truly equitable classrooms, schools, and districts—ones that support all students’ 

achievement of the goals of ELA/literacy programs (see outer ring of figure 9.1; see also chapters 1 
and 2 in this ELA/ELD Framework)—educators should continuously strive for social justice, access, 
and equity. This requires educators to adopt a stance of inquiry toward their practice and to engage 
in ongoing, collaborative discussions with their colleagues about challenging issues, including race, 
culture, language, and equity. The National Center for Culturally Responsive Educational Systems 
(NCCRESt) highlights the importance of creating a shared responsibility for cultural responsiveness:

Culturally responsive educational systems are grounded in the belief that we live in a 
society where specific groups of people are afforded privileges that are not accessible to 
other groups. By privileging some over others, a class structure is created in which the 
advantaged have more access to high quality education and later, more job opportunities 
in high status careers. This leads to socio-economic stratification and the development 
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o f m aj o r ity/ m ino r ity p o l ar ity. W e can tur n th e tide o n th is institutio nal iz ed situatio n b
b uil ding system s th at ar e r esp o nsiv e to cul tur al dif f er ence and seek to incl ude r ath er th 
ex cl ude dif f er ence. . . . M o r eo v er , cul tur al l y r esp o nsiv e educatio nal system s cr eate sp aces 
for teacher reflection, inquiry, and mutual support around issues of cultural differences. 
( N C C R ES t 2 0 0 8 , 1 5 ) 

C ul tur al l y and l ing uistical l y r esp o nsiv e teach ing and equity- f o cused ap p r o ach es em p h asiz e 
v al idating and v al uing students’ cul tur al and l ing uistic h er itag e— and al l o th er asp ects o f students’ 
identities— w h il e al so ensur ing th eir f ul l dev el o p m ent o f academ ic Eng l ish and th eir ab il ity to eng ag e 
meaningfully in a range of academic contexts across the disciplines, as emphasized in figure 9.11. 

Figure 9.11. Culturally and Linguistically Responsive Teaching 

Culturally and linguistically responsive teaching can be defined as using the cultural 
k no w l edg e, p r io r ex p er iences, f r am es o f r ef er ence, and p er f o r m ance styl es o f eth nical l y 
div er se students to m ak e l ear ning enco unter s m o r e r el ev ant to and ef f ectiv e f o r th em . 
I t teach es to and th r o ug h th e str eng th s o f th ese students. I t is cul tur al l y v al idating and 
affirming. Along with improving academic achievement, these approaches to teaching 
ar e co m m itted to h el p ing students o f co l o r m aintain identity and co nnectio ns w ith th eir 
ethnic groups and communities. It helps develop a sense of personal efficacy, building 
p o sitiv e r el atio nsh ip s and sh ar ed r esp o nsib il ity w h il e th ey acquir e an eth ic o f success 
th at is co m p atib l e w ith cul tur al p r ide. I nf using th e h isto r y and cul tur e o f th e students 
into th e cur r icul um is im p o r tant f o r students to m aintain p er so nal p er cep tio ns o f 
co m p etence and p o sitiv e sch o o l so cial iz atio n. 

Source 
Los Angeles Unified School District. 2012. LAUSD English Learner (EL) Master Plan. Los Angeles Unified 

S ch o o l D istr ict. 

S im p l y im m er sing students in standar d Eng l ish ( S E) 6 and 
ig no r ing dif f er ences b etw een S E and th e dial ects o f Eng l ish 
th at S EL s use ( o r students’ p r im ar y l ang uag es) , and any 
cul tur al dif f er ences, is inef f ectiv e and no t co nduciv e to a
p o	 sitiv e and p r o ductiv e l ear ning env ir o nm ent. F o r ex am p l e,
students w h o ar e S EL s m ay b e unaw ar e o f l ang uag e 
dif f er ences b etw een S E and th eir h o m e dial ect b ecause,
as R ick f o r d ( 1 9 9 9 , 1 2 ) p o ints o ut, “ ex tensiv e o v er l ap s in 
v o cab ul ar y, p h o no l o g y, and g r am m ar can cause sp eak er s 
to miss subtle but significant differences between their own 
and th e tar g et dial ect. ” As aw ar eness and ap p r eciatio n o f
l ang uag e and cul tur al div er sity incr ease, m isunder standing 
and m isco m m unicatio n in cl assr o o m s and sch o o l s decr ease. 
T each er s sh o ul d ado p t an asset- b ased stance to w ar d 

th e cul tur e and l ang uag e o f th eir students and an additiv e ap p r o ach to th eir students’ l ang uag e 
dev el o p m ent b y enacting th e f o l l o w ing p r incip l es: 

• Self- educate. T each er s dev el o p an aw ar eness o f and p o sitiv e disp o sitio n to w ar d th eir 
students’ cul tur al and l ing uistic h er itag e, th eir co m m unicatio n styl es, and o f th eir students’ 
dial ects o f Eng l ish ( L eM o ine 1 9 9 9 ; M cI ntyr e and T ur ner 2 0 1 3 ; M o l l , Am anti, N ef f , and G o nz á l ez 
1 9 9 2 ) . 

6   S ee ear ier  in th is ch ap ter  o r  a discussio n o n S tandar d Eng ish  and S tandar d Eng ish  L ear ner s S EL . 
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Simply immersing students 
in standard English (SE) and 
ignoring differences between 
SE and the dialects of English 
that SELs use (or students’ 
primary languages), and 
any cultural differences, is 
ineffective and not conducive 
to a positive and productive 
learning environment. 



  
 

    
   

     
       

   
   
      

    
    

 

• Draw  on and v alue students’  cultural back g rounds.  T each er s l ear n ab o ut th eir  students’  
l iv es and m ak e co nnectio ns b etw een th eir  students’  ex p er iences,  b ack g r o unds,  and inter ests
and sch o o l  co ntent ear ning  M cI ntyr e and T ur ner  2 0 1 3 . 

• Address lang uag e status.  T each er s tr eat al l  ang uag es and al l  dial ects o f  Eng ish  in
th e cl assr m  as equal y al id and al uab e and tak e th e stance th at m ul ti ing ual ism  and
dial ect v ar iatio n is natur al .  I n additio n,  teach er s m ak e tr ansp ar ent f o r  th eir  students,  in
dev el o p m ental y ap p o p iate w ays,  th at w h il e standar d Eng ish  S E)  is th e typ e o f  Eng ish  
“privileged” in school, bilingualism and bidialecticism, or proficiency in multiple dialects of
Eng ish  ar e ig y al ued assets ar is- W ig t . 

l ( )

• Ex pand lang uag e aw areness.  T each er s dev el o p  th eir  students’  under standing s o f  h o w ,  
w h y,  and w h en to  use di er ent eg ister s and dial ects o f  Eng ish  to  m eet th e ex p ectatio ns o f  
dif f er ent co ntex ts.  T each er s b al ance activ ities th at dev el o p  students’  aw ar eness o f  Eng l ish  
ar ietal  di er ences and sim i ar ities w h il e al so  ack no w edg ing  th e need o r  students to  ul y

dev el o p  academ ic Eng ish .  W h en ap p r o p r iate,  teach er s incl ude th eir  students’  p r im ar y ang uag e
o r  dial ect in instr uctio n.  M ak ing  th e h idden cur icul um  o f  ang uag e v isib e in esp ectf ul  and
p edag o g ical y so und w ays is o ne w ay o f  ensur ing  th e civ il  ig h ts o f  ing uistical y div er se students 

istie ;  D el it . 

• Support the dev elopment of academic Eng lish.  T each er s f o cus instr uctio n o n intel l ectual l y
r ich  and eng ag ing  task s th at al l o w  students to  use academ ic Eng l ish  in m eaning f ul  w ays.  
each er s al so  m ak e tr ansp ar ent to  students h o w  academ ic Eng ish  w o k s to  m ak e m eaning  in 

dif f er ent discip l ines ( discip l inar y l iter acy) .  T h is incl udes h el p ing  students to  dev el o p  register 
awareness  so  th at th ey under stand h o w  to  m eet th e ang uag e ex p ectatio ns o f  di er ent co ntex ts 
and discip ines ch ep eg el  ;  ych er  . 

• Promote pride in cultural and ling uistic heritag e. L ang uag e and cul tur e ar e inex tr icab y
ink ed,  and students’  disp o sitio ns to w ar d sch o o l  ear ning  ar e af ected b y th e deg ee to  w h ich  
sch s co n ey th at students’  cul tur al  and ing uistic er itag e ar e al ued.  T h er ef e,  teach er s
al o w — and indeed enco ur ag e— th eir  students to  use th eir  p im ar y ang uag e( s)  and/ o r  h o m e
dial ects o f  Eng ish  w h en ap p o p iate in th e cl assr o o m  and inf use cul tur al  and ing uistic h er itag e
and p ide into  th e cur icul um  G ay 2 0 0 0 .  

r l l r
l r l l

( C h r 1 9 9 9 p 2 0 0 6 )

l l
o o l v v l l

l r r l ( l

l , h h l v ( H r r h 1 9 9 9 )

f f r l

v f f l l f f l
l l

T l r

l f f
l ( S l p r l 2 0 0 4 S p 2 0 1 3 )

l
l l f r

o o l v l h v o r
l r l

l r r l
r r ( )

I nstr uctio nal ap p r o ach es th at p r o m o te students’ aw ar eness 
o f and under standing s ab o ut l ang uag e v ar iety ar e p ar ticul ar l
usef ul f o r sup p o r ting students’ l ing uistic dev el o p m ent and 
p o sitiv e l ang uag e identity. C entr al to th ese ap p r o ach es is th e 
no tio n th at inf o r m al o r f o r m al , standar d o r no nstandar d w ays o f 
using Eng l ish ar e neith er r ig h t no r w r o ng b ut r ath er m o r e o r l ess 
ap	 p r o p r iate in p ar ticul ar situatio ns and co ntex ts. R ath er th an 
f r am ing co nv er satio ns ab o ut l ang uag e use as “ co r r ecting g r am m ar 
er r o r s, ” W h eel er and S w o r ds ( 2 0 1 0 , 1 7 ) sh o w h o w teach er s can 
r eco g niz e th at “ th ese l ing uistic p atter ns ar e no t typ ical l y er r o r s b ut 
ar e system atic v er nacul ar r ul es f o r dif f er ent v ar ieties o f Eng l ish ” 
( 1 7 ) . C h ish o l m and G o dl ey ( 2 0 1 1 , 4 3 4 ) sug g est th r ee co m b ined 
ap p r o ach es th at enh ance students’ k no w l edg e ab o ut l ang uag e 

v ar iatio n.
 

Instructional approaches 
that promote students’ 
awareness of and 
understandings about 
language variety are 
particularly useful for 
supporting students’ 
linguistic development 
and positive language 
identity. 
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• Teaching explicitly about widespread dialects in the United States or within students’
communities

• Holding student-centered discussions about the relationship among language, power, and
language ideologies

• Asking students to research language use in their own lives

Figure 9.12 illustrates how teachers support their students to “translate, change, and code-switch”
from one variety of English to another and add standard English to their existing linguistic repertoires 
(Wheeler and Swords 2010, 17). 

Figure 9.12. New Ways of Talking About Language 

Instead of Try this 

Thinking in terms of 
• proper or improper
• good or bad

See language as 
• appropriate or inappropriate
• effective or ineffective in a specific setting

Talking about grammar as 
• right or wrong
• correct or incorrect

Talk about grammar as 
• patterns
• how language varies by setting and situation

Thinking that students See students as 
• make mistakes or errors • following the language patterns of their
• have problems with plurals, possessives, home language or home varieties of English

tense, etc. • using grammatical patterns or vocabulary
• “left off” an -s, -’s, -ed that is different from Standard English

Saying to students 
• “should be,” “are supposed to,” “need to

correct”

Invite students 
• to code-switch (choose the type of language

appropriate for the setting and situation)

Red notes in the margin Lead students to 
• correcting students’ language • compare and contrast language

• build on existing knowledge and add new
language (Standard English)

• understand how to code-switch appropriately

Source 
Adapted from 
Wheeler, Rebecca S., and Rachel Swords. 2010. Code-Switching Lessons: Grammar Strategies for Linguistically 

Diverse Writers, 17. Portsmouth, NH: Heinemann 

A growing number of efforts to implement culturally and linguistically informed instructional 
approaches have shown that all students, including SELs and ELs, improve academically when they 
develop explicit awareness of the social and grammatical expectations for language use (LeMoine 
1999; Spycher, 2013; Sweetland 2006; Taylor 1991; Wheeler and Swords 2004, 2006). However, more 
work in this area is needed to ensure teachers are supported to implement and sustain innovative 
pedagogy. 
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Instructional Practices for Supporting Students 
Experiencing Difficulty Reading 

I n th is sectio n, g uidance is p r o v ided r eg ar ding r esear ch -
based instruction for students who are experiencing difficulty 
 ith r eading , w h eth er due to a disab il ity o r no t. As no ted in a 
 r ev io us sectio n o f th is ch ap ter , th e l ar g est g r o up o f students 
with disabilities consists of students with specific learning 
disabilities, which often involves difficulty in reading. In 
additio n, m any students without disab il ities dem o nstr ate p o o r 
 eading ach iev em ent. P r esented h er e ar e g ener al g uidel ines f o r
supporting students experiencing difficulty with reading; what
is appropriate for individuals depends on many factors,
including the particular needs, age, language proficiency in 
Eng l ish and in th e p r im ar y l ang uag e, cul tur al and l ing uistic 
 ack g r o unds, cir cum stances, and p ast ex p er iences o f th e 
students. I n al l cases, instr uctio n sh o ul d tak e p l ace in th e co ntex t 
o f a sup p o r tiv e, r esp ectf ul env ir o nm ent th at co m m unicates h ig h 

ex p ectatio ns. F ur th er m o r e, attentio n needs to b e p aid to student m o tiv atio n. ( S ee th e intr o ductio n 
and ch ap ter 2 in th is ELA/ELD Framework.) 

Support for students experiencing difficulty begins with close attention to students’ progress and, 
in th e case o f EL s, incl udes co nsider atio n o f p r im ar y l ang uag e and l iter acy sk il l s, k no w l edg e, and 
ab il ities. I deal l y, students co m p l ete th e p r im ar y g r ades w ith a g o o d w o r k ing co m m and o f f o undatio nal 
skills; a rapidly expanding vocabulary and increasing proficiency with complex grammatical 
str uctur es; a dev el o p ing b o dy o f co ntent k no w l edg e acr o ss th e discip l ines; th e ab il ity to co m p r eh end 
and co m m unicate ab o ut a v ar iety o f tex t typ es o n th eir g r ade l ev el , incl uding m ak ing inf er ences 
and co nnectio ns w ith o th er tex ts and k no w l edg e; and an inter est in eng ag ing w ith tex ts b o th as 
co m p o ser s and co nsum er s. T h is ear l y so l id f o undatio n b est p o sitio ns al l l ear ner s f o r f utur e success. 

However, even when learners receive the highest quality, differentiated first instruction (UDL 
and MTSS Tier 1), some may experience difficulty for any number of reasons. The most effective 
interventions occur at the first sign of difficulty, whatever the 
g r ade l ev el . T each er s sh o ul d b e o b ser v ant and r esp o nsiv e, 
and M T S S sh o ul d b e in p l ace in sch o o l s. M uch can b e 
acco m p l ish ed w ith im m ediate actio n. S o m e inter v entio ns 
ar e sh o r t ter m ; o th er s dem and m o r e tim e. T h e m o r e sev er e 
the difficulty or the older the student, the more time is 
r equir ed. V aug h n and h er co l l eag ues ( 2 0 1 2 b , 5 2 3 ) no te 
“ th er e is accum ul ating ev idence th at r em ediating r eading 
p r o b l em s in students af ter f o ur th g r ade w il l r equir e a 
l o ng - ter m co m m itm ent; it m ay b e necessar y to p r o v ide 
r eading inter v entio ns th r o ug h o ut seco ndar y sch o o l w h il e 
al so incr easing instr uctio nal p r actices such as v o cab ul ar y 
and co m p r eh ensio n enh ancem ents w ith in co ntent- ar ea 
instr uctio n. ” Attentiv e educato r s and car ef ul diag no sis,
 
th er ef o r e, ar e cr ucial ( see ch ap ter 8 ) .

Support for students  w
experiencing difficulty  p
begins with close 
attention to students’ 
progress and, in the 
case of  ELs, includes  r

consideration of primary 
language and literacy 
skills, knowledge, and 
abilities. b

The most effective interventions 
occur at the first sign of 
difficulty, whatever the grade 
level. Teachers should be 
observant and responsive, 
and MTSS should be in place 
in schools. Much can be 
accomplished with immediate 
action.
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A report by Vaughn and others (2012a, 5) identifies research-based practices for supporting 
students experiencing difficulty with reading. The practices are summarized here. Many overlap with 
th e r eco m m endatio ns p r o v ided b y G er sten and co l l eag ues ( 2 0 0 8 ) . Depending upon students’ 
responses to differentiated first instruction and to initial interventions and depending 
upon their particular needs, ages, circumstances, and past experiences, th e f o l l o w ing 
p r actices r esul t in ach iev em ent g ains. 

• I nteg r ating str ateg ies th at sup p o r t co g nitiv e p r o cessing ( e. g . , sel f - r eg ul atio n and m em o r y) w ith 
academ ic instr uctio n b y: 

๐ Thinking aloud to demonstrate, for example, approaches to a task and reflections on a text

๐ T each ing students to use sel f - r eg ul atio n str ateg ies b y, f o r ex am p l e, ask ing w h at th ey do 
w h en th ey do no t r eco g niz e a w o r d in a tex t 

๐ T each ing students to b e m etaco g nitiv e and to identif y and r ep air breakdowns in 
under standing 

๐ T each ing ex p l icitl y m em o r y enh ancem ent tech niques, such as tak ing no tes and using g r ap h ic 
o r g aniz er s o r o th er tex t o r g aniz er

๐ Providing task-specific feedback (e.g., “your organizing paragraph in this paper made it clear 
w h at yo u ar e addr essing th r o ug h o ut, w h ich is v er y h el p f ul to r eader s” ) r ath er th an p er so n-
dir ected f eedb ack ( e. g . , “ yo u ar e a g o o d w r iter ” ) so students attr ib ute success to ef f o r t and 
behavior rather than personal, fixed abilities 

• I ntensif ying instr uctio nal del iv er y b y: 

๐		 M ak ing instr uctio n ex p l icit, w h ich incl udes cl ear ex p l anatio ns and teach er m o del ing 

๐		 M ak ing instr uctio n system atic, w h ich incl udes b r eak ing do w n co m p l ex sk il l s into m anag eab l e
chunks and sequencing tasks from easier to more difficult with the provision of scaffolding to 
control the level of difficulty 

๐		 P r o v iding students w ith f r equent o p p o r tunities to r esp o nd and p r actice w ith im m ediate and 
precise, task-specific teacher feedback 

๐		 P r o v iding students w ith indep endent p r actice, ap p r o p r iatel y dev el o p ed so th at students 
dem o nstr ate m aster y o f new sk il l s at a h ig h l ev el o f success 

• I ncr easing instr uctio nal tim e b y incr easing o ne o r m o r e o f th e f o l l o w ing , as ap p r o p r iate f o r 
th e ag e, ch ar acter istics, needs, and p r o g r ess o f th e students w h il e al so b al ancing tim e f o r 
inter v entio ns w ith tim e f o r o th er cur r icul ar ar eas: 

๐ Frequency of intervention (e.g., from three days to five days a week)

๐		 L eng th o f instr uctio nal sessio ns ( e. g . , f r o m 2 0 m inute to 3 0 m inutes p er sessio n— ag e and
eng ag em ent o f th e l ear ner needs to b e co nsider ed) 

๐		 D ur atio n o f inter v entio n ( th at is, ex tend th e p er io d o f tim e o v er w h ich inter v entio ns ar e 
del iv er ed f r o m 2 0 sessio ns, f o r ex am p l e, to 4 0 sessio ns) 

๐		 R atio o f teach er s to students b y r educing g r o up siz e 

S nap sh o t 9 . 3 il l ustr ates o ne w ay th at a teach er m ig h t intensif y instr uctio nal del iv er y b y m ak ing 
instr uctio n ex p l icit, incl uding g iv ing cl ear ex p l anatio ns and m o del ing a task b ef o r e students eng ag e in 
it th em sel v es. 
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Snapshot 9.3. Direct Instruction of Metaphors with Students Who Have a 
Learning Disability and Those Experiencing Difficulty in ELA in Grade Four

Mr. Fajardo’s fourth-grade class consists of several students with learning disabilities, 
and nearly half the class is achieving below grade level in reading and writing. He knows 
that his students require explicit, carefully sequenced instruction along with ample practice 
and immediate feedback in order to achieve lesson objectives. Employing a direct instruction 
model of teaching (see chapter 2 of this ELA/ELD Framework), he begins a lesson on verbs 
as metaphors by reminding the students of a book he and the class recently enjoyed. He 
opens the book and reads aloud a metaphor he had tagged. He indicates pleasure with the 
author’s language, drawing attention to the figurative language: Listen to that! Madeleine 
L’Engle writes, ‘The moon ripped through’ the clouds! What a terrific image—almost violent! 
That matches the setting. It was a stormy night. He states that the objective of the current 
lesson is that the students will be able to identify this type of metaphor. He reminds them that 
they already know about nouns as metaphors. At the conclusion of today’s lesson, they will be 
able to define verb metaphors and determine whether a statement contains a metaphorical 
use of a verb. Mr. Fajardo explains that this is important because metaphors of several kinds 
are commonly used in oral and written text—as well as in popular culture, such as songs and 
raps—and are a powerful way to convey ideas. Understanding how to analyze the figurative 
language helps readers to better understand the meanings in texts. 

Mr. Fajardo then provides his students with a definition of the concept, written on a chart, 
and he returns to the example he shared at the opening of the lesson. He writes the metaphor 
on the same chart and notes explicitly how it meets the definition. He provides a number of 
additional examples, including He shot down my idea and My heart filled with joy and writes 
them on the chart, too. He contrasts them with sentences that do not contain metaphorical use 
of verbs. Mr. Fajardo then uses a document camera to reveal, one at a time, eight statements. 
When he reads each one aloud, the students use their personal red and green cards, with 
which they have had ample practice in other lessons, to indicate whether or not the statement 
being displayed contains a verb used as a metaphor. They hold up the green card if it does 
and the red card if it does not. Mr. Fajardo closely observes students’ responses, checking for 
understanding, and provides additional explanation to the group as appropriate.

Then, students are given time to practice with a peer. Each pair is provided a set of 
sentence strips. Some sentences include verb metaphors; others do not. The student pairs sort 
the strips into two groups while Mr. Fajardo circulates and provides assistance as necessary, 
all the while encouraging the students to explain their thinking to one another and decide 
collaboratively whether the examples contain verb metaphors. When the students have 
completed the sorting, they briefly discuss each sentence again and identify and highlight the 
verb metaphor. Mr. Fajardo reconvenes the class and posts the sentences with verb metaphors 
on the chart so that now there are many examples for students to refer to as models for their 
own writing. He summarizes the lesson and restates the objective. For independent practice, 
the students record any verb metaphors they find in the texts they are reading independently 
or that they observe being used in conversations or in media, such as songs or television 
newscasts. They bring their examples to class the following day and share them, and Mr. 
Fajardo adds the examples to the growing chart.

Resources
L’Engle, Madeleine. A Wrinkle in Time. 1962. New York: Dell.

CA CCSS for ELA/Literacy: L.4.5; RL.4.4

922 | Chapter 9 Access and Equity



r r r (

r r r

r
v l f r ( f r
f r r )

r r l
f l l l r

l l f r r l

r l r f

R eg ul ar ,  car ef ul  m o nito ing  o f  students’  p o g ess incl uding  
students’  b eh av io r  and attitudes)  sh o ul d o ccur  to  ensur e th at 
instr uctio nal  ap p o ach es and inter v entio ns ar e ap p o p iate and 
ef f ectiv e.  F o r m ativ e assessm ent— assessm ent co nducted in th e 
m o m ent in th e im m ediate co ntex t o f  instr uctio n— can p o v e v er y 
al uab e o r  inf o m ing  instr uctio n.  S ee ch ap ter  8  o r  m o e o n
o m ativ e assessm ent as an integ al  p ar t o f  instr uctio n.  

O f  cr itical  im p o tance is th e m o nito ing  o f  ch i dr en’ s acquisitio n 
o f  o undatio nal  sk i s in th e ear y g ades b ecause acquisitio n o f  
th ese sk i s is undam ental  to  p o g ess in iter acy ach iev em ent.  
Children experiencing difficulty with the code, including building 
fluency, should be provided immediate support. Intensifying 
instr uctio n,  incr easing  instr uctio nal  tim e,  r educing  g r o up  siz e,  
and p o v iding  am p e p actice w ith  tex t in m eaning ul  co ntex ts ar e 
cr ucial  f o r  th ese students. 

G iv en th e co m p ex  natur e o f  Eng ish  ang uag e ar ts and iter acy,  it is im p er ativ e th at teach er s 
recognize the many ways students may experience difficulty. Among them are difficulties with the 
code, difficulties making meaning, language limitations (e.g., limited vocabulary), and inadequate 
el ev ant co ntent no edg e.  n additio n,  students m ay no t e eng ag ed  any num er   easo ns,  

incl uding  th at th ey ar e no t m tiv ated y th e cur icul um  instr uctio n,   tex ts  th at th ey do  no t 
er ceiv e th em sel es as a ing  th e tential  to  ach iev e at th e s

cl assr o o m  co ntex t.  Any o f  th ese ar eas m ay need to  b e th e tar g 
important for teachers of ELs to recognize that, by definition, 
EL s ar e ear ning  Eng ish  as th ey ar e al so  eng ag ing  in iter acy 
tasks in English. What may appear to be a reading difficulty 
m ay  in act,  e no m al  Eng ish  ang uag e dev el m ent.  
F o r  additio nal  inf o m atio n o n deter m ining  ap p o p iate 
instr uctio n and inter v entio n ap p o ach es o r  EL s,  see A 
Cultural, Linguistic, and Ecological Framework for Response 
to Intervention with English Language Learners w n and 
D ittl e . 

As no ted in th e ep o t b y V aug h n and o th er s 2 0 1 2 a)  
p r ev io usl y sum m ar iz ed,  system atic instr uctio n incl udes 
b eak ing  do w n co m p ex  task s into  sm al er  seg m ents.  As 
they plan for and implement instruction, teachers may find 
it el ul  to  anal yz e th e A S   EL A/ iter acy and,  
as ap p o p iate,  th e C A EL D  S tandar ds,  to  identif y w h at 
students need to be able to do. Figure 9.13 identifies some 
co m nents  a sam ing   th e A S   EL A/ iter acy. 

am e ev el  as th eir  eer s in th e 
et o f  sup p o t.  n additio n,  it is al so  

l l l l

r k w l I b f o r b o f r
o b r , o r o r

p v h v p o l p
r I

l l l

Regular, careful 
monitoring of students’ 
progress (including 
students’ behavior 
and attitudes) should 
occur to ensure that 
instructional approaches 
and interventions 
are appropriate and 
effective. 

Given the complex nature of 
English language arts and 
literacy, it is imperative that 
teachers recognize the many 
ways students may experience 
difficulty. Among them are 
difficulties with the code, 
difficulties making meaning, 
language limitations (e.g., 
limited vocabulary), and 
inadequate relevant content 
knowledge.

, f b r l l o p
r r r

r f

( B r o
o o l 2 0 0 8 )

r r (

r l l

h p f C C C S f o r L
r r

p o o f p l o f C C C S f o r L
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Figure 9.13. Components of Four CA CCSS for ELA/Literacy 

CA CCSS for EL A/ L iteracy Among  the components are the follow ing : 

R F . 1 . 2 c I so l ate and p r o no unce initial , m edial 
vowel, and final sounds (phonemes) in spoken 
sing l e- syl l ab l e w o r ds. 

• I so l ate and p r o no unce 
- initial so unds ( p h o nem es) in sp o k en sing l e-

syl l ab l e w o r ds 
- m edial v o w el so unds ( p h o nem es) in sp o k en 

sing l e- syl l ab l e w o r ds 
- final sounds (phonemes) in spoken single-

syl l ab l e w o r ds 

R I . 5 . 5 C o m p ar e and co ntr ast th e o v er al l str uctur e 
( e. g . , ch r o no l o g y, co m p ar iso n, cause/ ef f ect, 
p r o b l em / so l utio n) o f ev ents, ideas, co ncep ts, o r 
inf o r m atio n in tw o o r m o r e tex ts. 

• I dentif y an o v er al l 
- ch r o no l o g y tex t str uctur e 
- co m p ar iso n tex t str uctur e 
- cause- ef f ect tex t str uctur e 
- p r o b l em / so l utio n tex t str uctur e 

• C o m p ar e o v er al l ch r o no l o g y and co m p ar iso n tex t 
str uctur es ( and o th er co m b inatio ns o f o v er al l tex t 
str uctur es) o f tw o o r m o r e tex ts 

• C o ntr ast o v er al l cause/ ef f ect and p r o b l em / so l utio n 
tex t str uctur es ( and o th er co m b inatio ns o f o v er al l 
tex t str uctur es) o f tw o o r m o r e tex ts 

S L . 2 . 1 Ask and answ er questio ns ab o ut k ey 
detail s in a tex t r ead al o ud o r inf o r m atio n 
p r esented o r al l y o r th r o ug h o th er m edia. 
a. G iv e, r estate, and f o l l o w sim p l e tw o - step 

dir ectio ns. 

• Ask questio ns ab o ut 
- detail s in a tex t r ead al o ud 
- inf o r m atio n p r esented o r al l y o r th r o ug h o th er 

m edia 
• Answ er questio ns ab o ut 

- detail s in a tex t r ead al o ud 
- inf o r m atio n p r esented o r al l y o r th r o ug h o th er 

m edia 
• G iv e sim p l e tw o - step dir ectio ns 
• R estate sim p l e tw o - step dir ectio ns 
• F o l l o w sim p l e tw o - step dir ectio ns 

WHST.9–10.4 Produce clear and coherent writing 
in w h ich  th e dev el o p m ent,  o r g aniz atio n, and styl e 
ar e ap p r o p r iate to task , p ur p o se, and audience. 

• P r o duce cl ear and co h er ent w r iting in w h ich th e 
- dev el o p m ent is ap p r o p r iate to task , p ur p o se, 

and audience 
- o r g aniz atio n is ap p r o p r iate to task , p ur p o se, 

and audience 
- styl e is ap p r o p r iate to task , p ur p o se, and 

audience 

A significant aspect of the CA CCSS for ELA/Literacy and the CA ELD Standards is student 
eng ag em ent w ith co m p l ex tex ts. Al l students ar e p r o v ided ab undant o p p o r tunities, al o ng w ith 
ap p r o p r iate instr uctio nal sup p o r t, to eng ag e w ith tex ts th at ar e m o r e ch al l eng ing th an th o se th ey can 
read independently. In chapter 2 of this framework, figure 2.10 displays strategies for supporting all 
l ear ner s’ eng ag em ent w ith co m p l ex tex t and additio nal sup p o r ts f o r l ing uistical l y div er se l ear ner s. 
Here, figure 9.14 duplicates figure 2.10 and adds a column in which particular supports for students 
with learning disabilities or who are experiencing difficulty with reading are offered. The figure 
p r o v ides g ener al g uidel ines, and any o f th e str ateg ies m ay b e usef ul f o r any student. I t is im p o r tant 
th at teach er s k no w th eir students, assess th eir under standing dur ing instr uctio n, and ap p r eciate 
th at students’ successf ul eng ag em ent w ith co m p l ex tex ts dem ands w el l - p l anned and th o ug h tf ul l y 
im p l em ented teach ing . 
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Figure 9.14. Strategies for Supporting Learners’ Engagement with Complex Text 

Strateg ies T eachers support all 
students’  understanding 
of complex  tex t by .  .  . 

Additional, amplified, or 
differentiated support 

for ling uistically div erse 
learners may include .  .  . 

Additional, amplified, or 
differentiated support for 

students w ith learning 
disabilities or students 

experiencing difficulties with 
reading  may include .  .  . 

B
ac

k g 
ro

un
d 

K 
no

w 
le

dg 
e 

• L ev er ag ing students’ 
ex isting b ack g r o und
k no w l edg e

• D r aw ing o n p r im ar y
l ang uag e h o m 
cul tur e to m ak 
co nnectio ns w ith ex isting 
b ack g r o und k no w l edg e 

• D ev el o p ing students’ 
aw ar eness th at th eir 
b ack g r o und k no w l edg e 
m ay “ l iv e” in ano th er 
l ang uag e o r cul tur 

• P r o v iding v isual sup p o r ts
and th ink - al o uds to aid in
co nnecting new co ntent to 
b uil d b ack g r o und k no w l edg e 

• Eng ag ing in activ ities to 
activ ate students’ r el ev ant
p r io r k no w l edg e 

• P r ev iew ing intr o ducto r y
m ater ial s

C
om

pr
eh

en
si

on
 S

tr
at

eg 
ie

s 

• T each ing and m o del ing , 
th r o ug h th ink ing al o ud
and ex p l icit r ef er ence to 
str ateg ies, h o w to m ak e
m eaning f r o m th e tex t 
using specific reading 
co m p r eh ensio n str ateg ies 
( e. g . , questio ning , 
v isual iz ing ) 

• P r o v iding m ul tip l e
o p p o r tunities to em p l o y
l ear ned co m p r eh ensio 
str ateg 

• Em p h asiz ing a cl ear f o cus
o n th e g o al o f r eading 
as m eaning m ak ing 
(wi
an im p o r tant sk il l ) w h il 
EL s ar e stil l l ear ning to 
co m m unicate th r o ug h 

l 

• Ex p l icit m o del ing and
discussio n o f str ateg ies and
o p p o r tunities f o r p r actice
w ith g uidance in m eaning f ul 
co ntex ts 

• Ensur ing am p l e o p p o r tunities
f o r success 

oc
ab

ul
ar

y 

• Ex p l icitl y teach ing 
v o cab ul ar y cr itical to 
under standing and
dev el o p ing academ ic
v o cab ul ar y o v er tim e 

• Ex p l icitl y teach ing h o w 
to use m o r p h o l o g ical 
k no w l edg e and co ntex t
cl ues to der iv e th e

• Ex p l icitl y teach ing 
p ar ticul ar co g nates and
dev el o p ing co g nate
aw ar eness

• M ak ing m o r p h o l o g ical 
r el atio nsh ip s b etw een
l ang uag es tr ansp ar ent
( e. g . , w o r d ending s f o r 
nouns in Spanish, –dad,

• I nteg r ating m edia to 
illustrate/define/explain
domain-specific vocabulary
( e. g . erosion, tsunami) 

• P l anning f o r m ul tip l e
o p p o r tunities to ap p l y
v o cab ul ar y k no w l edg e

• B uil ding f r o m inf o r m al to 
f o r m al under standing V 

m eaning o f new w o r ds as 
th ey ar e enco unter ed 

-ión, -ía, -encia) that have
th e Eng l ish co unter p ar ts
(–ty, -tion/-sion, -y,
- ence/ - ency)
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Strateg ies T eachers support all 
students’  understanding 
of complex  tex t by .  .  . 

Additional, amplified, or 
differentiated support 

for ling uistically div erse 
learners may include .  .  . 

Additional, amplified, or 
differentiated support for 

students w ith learning 
disabilities or students 

experiencing difficulties with 
reading  may include .  .  . 

T e
x t

 O 
rg 

an
iz 

at
io

n 
an

d 
G 

ra
m

m
at

ic
al

 S
tr

uc
tu

re
s 

• Ex p l icitl y teach ing 
and discussing tex t 
o r g aniz atio n, tex t 
f eatur es, and o th er 
l ang uag e r eso ur ces, such 
as g r am m atical str uctur es 
( e. g . , co m p l ex sentences) 
and h o w to anal yz e th em 
to  sup p o r t co m p r eh ensio n 

• D el v ing deep er into 
tex t o r g aniz atio n and 
g r am m atical f eatur es 
in tex ts th at ar e new 
o r ch al l eng ing and 
necessar y to under stand 
in o r der to b uil d co ntent 
k no w l edg e 

• D r aw ing attentio n to 
g r am m atical dif f er ences 
b etw een th e p r im ar y 
l ang uag e and Eng l ish 
( e. g . , w o r d o r der 
dif f er ences) 

• D r aw ing attentio n to 
sim il ar ities and dif f er ences 
b etw een th e tex t 
o r g aniz atio n, f eatur es, and 
str uctur es o f dif f er ent tex t 
typ es 

D
is

cu
ss

io
ns

 

• Eng ag ing students in 
p eer discussio ns— b o th 
b r ief and ex tended— to 
p r o m o te co l l ab o r ativ e 
sense m ak ing o f tex t 
and o p p o r tunities to 
use new l y acquir ed 
v o cab ul ar y 

• S tr uctur ing discussio ns 
th at p r o m o te equitab l e 
p ar ticip atio n, academ ic 
disco ur se, and th e 
str ateg ic use o f new 
g r am m atical str uctur es 
and specific vocabulary 

• S tr ateg ical l y f o r m ing g r o up s 
to b est sup p o r t students 
experiencing difficulty 

Se
q u

en
ci

ng 

• S ystem atical l y sequencing 
tex ts and task s so th at 
th ey b uil d up o n o ne 
ano th er 

• C o ntinuing to m o del 
cl o se/ anal ytical r eading 
o f co m p l ex tex ts dur ing 
teach er r ead al o uds w h il e 
al so ensur ing students 

• F o cusing o n th e l ang uag e 
dem ands o f tex ts, 
p ar ticul ar l y th o se th at 
may be especially difficult 
f o r EL s 

• C ar ef ul l y sequencing 
task s to b uil d 
under standing and 
ef f ectiv e use o f th e 

• O f f er ing tex ts at students’ 
r eadab il ity l ev el s th at ex p l ain 
key ideas to build proficiency 
in r eading in p r ep ar atio n f o r 
eng ag ing students in m o r e 
difficult text 

develop proficiency in 
r eading co m p l ex tex ts 
th em sel v es 

l ang uag e in th em 
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Strateg ies T eachers support all 
students’  understanding 
of complex  tex t by .  .  . 

Additional, amplified, or 
differentiated support 

for ling uistically div erse 
learners may include .  .  . 

Additional, amplified, or 
differentiated support for 

students w ith learning 
disabilities or students 

experiencing difficulties with 
reading  may include .  .  . 

er
ea

di
ng 

• R er eading th e tex t o r 
sel ected p assag es to l o o k 
f o r answ er s to questio ns 
o r to cl ar if y p o o f 
co nf usio 

• R er eading th e tex t to 
b uil d under standing 
o f ideas and l ang uag 
incr em ental l y ( e. g . , 
b eg inning w ith l iter al 
co m p r eh ensio n questio ns 
o n initial r eading s and
m o v ing to inf er ential and 
anal ytical co m p r eh ensio n 
questio ns o n sub sequent 

• S tr ateg ical l y ch unk ing and
r er eading tex t to m aintain
eng ag em ent, to co nstr uct
and cl ar if y ideas and o r g aniz e
th em , and to p r o v ide
m any successf ul r eading 
o p p o r tunities

R r eads) 
• R ep eated ex p o sur e to 

r ich l ang uag e o v er tim e, 
f o cusing o n p ar ticul ar 
l ang uag e ( e. g . , dif f er 
v o cab ul ar y) dur ing each 
r eading 

oo
ls

 

• T each ing students to 
dev el o p o utl ines, ch ar ts, 
diag r am s, g r ap h ic
o r g aniz er s o r o th er 
to o l s to sum m ar iz e 
synth esiz e co 

• T each ing students to 

• Ex p l icitl y m o del ing h o w 
to use th e o utl ines o r 
g r ap h ic o r g aniz er s to 
anal yz e/ discuss a m o del 
tex t and p r o v iding g uided 
p r actice f o r students 
b ef o r e th ey use th e to o l s 

• O f f er ing tech no l o g y to o l s
to dev el o p o utl ines, ch ar ts, 
diag r am s, o r g r ap h ic
o r g aniz er s to sum m ar iz e 
synth esiz e co 

• P r o v iding o p p o r tunities to 
co l l ab o r ativ el y ( w ith th eT 

anno tate tex t ( m ar k tex t 
and m ak e no tes) f o r 
specific elements (e.g., 
co nf using v o cab ul ar y, 
m ain ideas, ev idence) 

indep endentl y 
• U sing th e to o l s as a

scaf f o l d f o r discussio ns o r 
w r iting 

teach er and w ith p eer s) 
dev el o p and use to o l s

W 
ri

ti
ng 

• T each ing students to 
r etur n to th e tex t as th ey
w r ite in r esp o nse to th e
tex t and p r o v iding th em 
w ith m o del s and f eedb ack

• P r o v iding o p p o r tunities
f o r students to tal k ab o ut
th eir ideas w ith a p eer 
b ef o r e ( o r af ter ) w r iting 

• P r o v iding w r itten
l ang uag e m o del s ( e. g . , 
ch ar ts o f im p o r tant w o r 
o r p o w er f ul sentences) 

• P r o v iding r ef er ence
f r am es ( e. g . , sentence
and tex t o r g aniz atio n 
f r am es) , as ap p r o p r iate 

• U sing g r ap h ic o r g aniz er s to 
h el p students o r g aniz e th eir 
th o ug h ts b ef o r e w r iting 

• Al l o w ing f o r students to 
ex p r ess ideas w ith l ab el ed
dr aw ing s, diag r am s, o r 
g r ap h ic o r g aniz er s 
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I n additio n to m o nito r ing students’ p r o g r ess and im m ediatel y p r o v iding ap p r o p r iatel y adj usted 
instr uctio n, it is essential to inv o l v e and l isten to p ar ents and f am il ies. T h ey can p r o v ide cr ucial 
information and insights about the learner, and their influence on students’ learning and motivation is 
co nsider ab l e ( R o b er ts 2 0 1 3 ) . 

Linguistic and Cultural Congruence for ELs 
I nstr uctio n and assessm ent sh o ul d b e b o th linguistically 

and culturally congruent ( B r o w n and D o o l ittl e 2 0 0 8 ) , and 
students’ l ing uistic and cul tur al b ack g r o unds sh o ul d b e tak en 
into acco unt w h en deter m ining ap p r o p r iate ap p r o ach es to 
instr uctio n and inter v entio n. S p ecial co nsider atio n is g iv en to 
a student’s linguistic proficiency in their primary language, 
and a strategic combination of primary language proficiency 
assessments, English language proficiency assessments, 
and Eng l ish l iter acy assessm ents h el p s teach er s to tail o r 
th eir l ang uag e and l iter acy instr uctio n and m o nito r p r o g r ess 
ap p r o p r iatel y ( Esp ar z a- B r o w n and S anf o r d 2 0 1 1 ; L inan-
T h o m p so n and O r tiz 2 0 0 9 ) . 

If an EL student experiences difficulty with literacy achievement, educators should examine 
th e typ e o f instr uctio n th e student h as r eceiv ed as w el l as student assessm ent data to deter m ine if 
instruction has been linguistically and culturally appropriate and of sufficient quality. It is important 
to ensure that the student not be identified as erroneously needing intervention, including special 
educatio n ser v ices, if initial instr uctio n h as b een inadequate. As B r o w n and D o o l ittl e ( 2 0 0 8 , 6 ) no te 

W h en an EL L student b eco m es a f o cus o f co ncer n, th e instr uctio nal p r o g r am itsel f m ust 
b e ex am ined to deter m ine th e m atch b etw een th e dem ands o f th e cur r icul um and th e 
child’s current level of proficiency in the language of instruction. It is important to examine 
the achievement of the student’s “true peers” (similar language proficiencies, culture and 
ex p er iential b ack g r o und) to see if th ey ar e ex cel l ing o r no t. I f sev er al “ tr ue p eer s” ar e 
str ug g l ing , th is is an indicatio n th at th e instr uctio n is l ess th an o p tim al f o r th at g r o up o f 
students. 

C ar ef ul attentio n to th e p ar ticul ar l ing uistic and cul tur al l ear ning needs o f indiv idual students 
ensur es th eir o p p o r tunities to th r iv e in sch o o l and p r ev ents disp r o p o r tio nate ( under - and o v er -
r ep r esentatio n) o f EL s and o th er student p o p ul atio ns in sp ecial educatio n. G uidance o n using 
scr eening and p r o g r ess m o nito r ing to o l s f o r EL s r el ativ e to M T S S is p r o v ided in th e N atio nal C enter 
o n R esp o nse to I nter v entio n’ s RTI for English Language Learners: Appropriately Using Scr
and Progress Monitoring Tools to Improve Instructional Outcomes ( h ttp : / / w w w . r ti4 success. o r g / si
default/files/rtiforells.pdf ) ( Esp ar z a- B r o w n and S anf o r 2 0 1 1 ) . 

Literacy Learning and Males 
T h e disp ar ity in educatio nal p er f o r m ance b etw een m al es and f em al es h as b een w idel y r ep o r ted 

in ter m s o f co l l eg e attendance and co m p l etio n, h ig h sch o o l co m p l etio n, and r eading test sco r es 
( C o r nw el l , M ustar d, and V an P ar ys 2 0 1 2 ) w ith f em al es o utp er f o r m ing m al es acr o ss al l categ o r ies 
and r acial g r o up s. An ex am inatio n o f th e Eng l ish l ang uag e ar ts sco r es o n th e C al if o r nia S tandar ds 
Test confirms this conclusion (CDE 2013). Cornwell, Mustard, and Van Parys argue that teachers 
( p r edo m inantl y f em al e in el em entar y sch o o l ) disp r o p o r tio natel y w eig h b eh av io r , such as sitting f o r 
l o ng p er io ds, dem o nstr ating k no w l edg e in th e cl assr o o m , and sup p l ying ef f o r t o n assig nm ents, in th eir 
assessm ents o f ch il dr en’ s p er f o r m ance. 

Instruction and assessment 
should be both linguistically 
and culturally congruent, and
students’ linguistic and cultural 
backgrounds should be taken 
into account when determining 
appropriate approaches to 
instruction and intervention. 
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T ail o ing  cl assr o o m  instr uctio n in iter acy to  
cap tur e and sustain th e inter est and ef o t o f  b o ys
and yo ung  m en h as b een adv o cated o r  m any year s 

m ith  and W i el m    am o  and o  
2 0 0 8 ,  as w el l  as to  addr ess th e needs o f  Af ican 
Am	 er ican m al es atum     M cW ter  
2 	 0 6 .  Acco ding y,  th e p er o m ance o f  m al es in 
iter acy,  p ar ticul ar y b o ys and yo ung  m en o f  co o  
sh	 o ul d r eceiv e sp ecial  attentio n.  

W d and cius )  eco m m end an ap ach  
r  ack  m al es th at inco ates cul tur al y el ev ant 

tex ts,  co l l ab o r atio n,  and cr itical  co nv er satio ns.  
Engaging students with texts that reflect themselves 
as tag nists is im tant to  el p  students m ak e 
co nnectio ns in m e er so nal  w ays.  each er s need 

to  car ef ul y desig n iter acy ex p er iences th at b o th  enco ur ag e cr itical  ex am inatio n o f  tex ts and o ster  
er so nal  and em tio nal  co nnectio ns”   atum   ar ues  iter acy as a co ab ativ e act 

and ur g es th e sel ectio n o f  enab ing  tex ts”  th at co nnect w ith  th e iv es o f  Af ican Am er ican ado escent 
males inside and outside of school. Serafini (2013) suggests a number of practices to reach all boys: 

•	  P r o v ide w ider  access to  r eading  m ater ial s 

๐		 B o o k s and tex ts sh o ul d o cus o n p o t,  b e v isual y ap p eal ing ,  p ur p o sef ul ,  el atab e,  edg y,  and 
um us 

r l
f r

f
( S l h 2 0 0 2 , 2 0 0 6 ; Z b B r o z

) r
( T 2 0 0 6 , 2 0 0 8 , 2 0 0 9 , h o r

0 ) r l f r
l l l r ,

o o J o ( 2 0 1 3 r p r o
f o b l r p o r l r

p r o o p o r h
o r p “ T

l l f
p o ( 6 6 5 ) . T ( 2 0 0 9 ) g f o r l l l o r

“ l l r l

f l l r l
h o r o

•	 Balance fiction and informational texts 

๐		 S up p o r t b r o w sing 

๐		 U se sh o r ter tex ts 

๐		 P r o v ide ex tended am o unts o f tim e to r ead 

๐		 R educe th e f o cus o n af ter r eading activ ities 

๐		 V iew r eading as a so cial activ ity 

๐		 F o cus o n v isual and m ul tim o dal tex ts 

๐		 I nv ite m al e r eader s into th e cl assr o o m 

๐		 D ev el o p b o ys’ identities as r eader s 
Activ el y eng ag ing al l yo uth in r eading , w r iting , th ink ing , and co m m unicating is cr itical l y im p o r tant; 

it is ev en m o r e so f o r b o ys and yo ung m en w h o m ay no t o th er w ise see th e p o tential o f l iter acy f o r 
enr ich ing and ex p anding th eir w o r l ds. 

Conclusion 
C al if o r nia is co m m itted to equity and access f o r al l l ear ner s. Ensur ing th at students ach iev e th eir 

h ig h est p o tential is a ch al l eng ing and m ul ti- f aceted endeav o r , b ut it is o ne th at can b e acco m p l ish ed 
b y k no w l edg eab l e, sk il l f ul , and dedicated team s o f educato r s w h o w o r k cl o sel y w ith f am il ies and 
equal l y dedicated co m m unities. O ur ch il dr en and yo uth deser v e no l ess, and o ur state and natio n w il l 
b e str o ng er as a r esul t. 

Tailoring classroom instruction in 
literacy to capture and sustain the 
interest and effort of boys and young 
men has been advocated for many 
years, as well as to address the 
needs of African American males. 
Accordingly, the performance of 
males in literacy, particularly boys 
and young men of color, should 
receive special attention. 
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C al if o r nia S ch o o l f o r th e B l ind. h ttp : / / w w w . csb - cde. ca. g o v / .
D iv er sity K it, T h e: An I ntr o ducto r y R eso ur ce f o r S o cial C h ang e in Educatio n. h ttp : / / w w w . b r o w n. edu/
 

academics/education-alliance/sites/brown.edu.academics.education-alliance/files/publications/ 
Diver sity kit. PDF . 

Equity Assistance C enter at W estEd . h ttp : //wested.org/eac. 
The ARC Framework (Attachment, Self-Regulation, Competency) for Runaway and Homeless Youth Serving 
Agencies .  h ttp://www.hhyp.org/downloads/hhyp_ARC_Framework.pdf. 
Homelessness Resource Center Webpage – Resilience and Youth. https://www.samhsa.gov/homelessness-
programs-resources/hpr-resources/childhood-resilience
M ig r ant Educatio n in C al if o r nia. h ttp : / / w w w . cde. ca. g o v / sp / m e/ m t/ . 
N atio nal Asso ciatio n f o r th e Educatio n o f H o m el ess C h il dr en and Y o uth . h ttp : / / w w w . naeh cy. o r g / . 
N atio nal C enter f o r L ear ning D isab il ities. h ttp : / / w w w . ncl d. o r g . 
T h e N	 atio nal P r o f essio nal D ev el o p m ent C enter o n Autism S p ectr um D iso r der s. h ttp : / / autism p dc. f p g . 

unc. edu/ . 
NCHE Information by Topic Webpage – Resilience. h ttp : / / center . ser v e. o r g / nch e/ ib t/ sp s_ r esil ience. p h p . 
N o ta B er g m an’ s B l o g : T h at’ s H o w I T al k . h ttp : / / th atsh o w ital k . b l o g sp o t. co m / . 
Pre-K–12 Gifted Programming Standards. h ttp : / / w w w . nag c. o r g / index . asp x ? id= 5 4 6 . 
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